The University of San Francisco

USF Scholarship: a digital repository @ Gleeson Library |
Geschke Center
Doctoral Dissertations

Theses, Dissertations, Capstones and Projects

2016

Exploring the Emergence of Global Citizen Identity
in Youth
Deborah Ann Farrington Padilla
University of San Francisco, dfarrington@me.com

Follow this and additional works at: https://repository.usfca.edu/diss
Part of the Education Commons
Recommended Citation
Farrington Padilla, Deborah Ann, "Exploring the Emergence of Global Citizen Identity in Youth" (2016). Doctoral Dissertations. 304.
https://repository.usfca.edu/diss/304

This Dissertation is brought to you for free and open access by the Theses, Dissertations, Capstones and Projects at USF Scholarship: a digital
repository @ Gleeson Library | Geschke Center. It has been accepted for inclusion in Doctoral Dissertations by an authorized administrator of USF
Scholarship: a digital repository @ Gleeson Library | Geschke Center. For more information, please contact repository@usfca.edu.

The University of San Francisco

EXPLORING THE EMERGENCE OF GLOBAL CITIZEN IDENTITY IN YOUTH

A Dissertation Presented
to
The Faculty of the School of Education
International and Multicultural Education Department

In Partial Fulfillment
of the Requirements for the Degree
Doctor of Education

by
Deborah Farrington Padilla
San Francisco
May 2016

THE UNIVERSITY OF SAN FRANCISCO
Dissertation Abstract

Exploring the Emergence of Global Citizen Identity in Youth
Globalization along with expanding education for global citizenship has increased
experiential learning possibilities for high school youth. Educators presume that student
exchange will offer authentic and transformative opportunities for high school students to
experience personal growth while immersed in a different culture abroad; however, little
empirical research has been done on adolescent students to explore and validate these
assumptions. By examining the intersection of reciprocal international exchange,
adolescence, and social class privilege, this study explored the developmental impact of
exchange on privileged U.S. high school students.
One overarching question guided this qualitative study: “To what extent does
participation in short-term reciprocal international student-to-student exchange facilitate
the emergence of global citizen identity in U.S. students at an elite independent Catholic
high school?” Accordingly, three research questions guided the study: 1) to what extent
do students broaden their perspective of the global community and how is this
demonstrated; 2) to what extent do students demonstrate care for their fellow human
beings beyond their home community; and 3) to what extent do students internalize what
they learned from their global experience by willingly embracing a global citizen
identity?
This study purposefully selected a cross-section of 10 students who participated in
the student-to-student reciprocal exchange program at an elite college-preparatory
i

independent Catholic high school in northern California from 2012-2015. The research
design highlighted by interviews and personal documents encouraged an exploration of
developmental patterns by learning from students with a range of time and maturity to
reflect upon their diverse experiences. Multiple qualitative methods generated
information-rich data from the students themselves, as well as from parents and teachers,
thus offering triangulation from varied perspectives.
Cosmopolitanism, cultural humility, and transformative learning theory provided
conceptual lenses to analyze the findings. Students demonstrated many aspects of global
citizen identity by building bridges of understanding to the global world through:
fellowship, care, respect, insight, tolerance, empathy, service, risk-taking, and curiosity.
The significance of this immersion opportunity was the creation of a positive disruptive
event amidst the students’ adolescent development, thus promoting transformative
development and opening new doors to the possibility of an identity rooted in global
citizen values.
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DEDICATION
I dedicate this dissertation to Daphne and Rocky. You have brought joy, laughter,
amazement, inspiration, and profound meaning into my life. You alone know the journey
that led me to where I find myself today. I love you.
Inspiration
I sat down on Monday morning to begin the final chapter of my dissertation. As I
reviewed my writing pad filled with notes, reread my literature review, and leaned back
in my chair to reflect upon my immersion into global citizen identity, I was struck with
the confluence of events on the prior day. Immaculate, a Ugandan student whom I’ve
sponsored since she was 3 years old, had sent me a shopping list in preparation for the
first day of her new school. Immy, now 13 years old, was advancing from primary to
secondary school, and for the first time had used e-mail to communicate with me.
Immy’s list included: a mattress, a blanket, a jerry-can, a mosquito net, a dictionary, a
Bible, a torch, and two black skirts. She asked for a special favor: could she purchase a
new backpack with the money that I would send to her? I texted Auntie Betty, who lives
in northern Uganda, so that she could telephone Monika, Immy’s grandmother, who lives
in the south of Uganda and cares for Immy, to inform her that the money was ready for
pick-up at Western Union and to inform Immy that she could begin her shopping. Ten
years ago, during my transformative immersion to Uganda, I made a commitment to
educate one girl child. This commitment created a continued global connection to remain
intact for the mission of Immy’s education.
On that same morning, I was slogging away at my writing when I took a short
break to watch the halftime show for Super Bowl 50 that was taking place at Levi
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Stadium, just 15 minutes from my home. I saw Chris Martin of Coldplay singing and
dancing across the stage in a performance that was being broadcast worldwide wearing a
Global Citizen t-shirt. Accompanied by the Youth Orchestra of Los Angeles playing on
rainbow painted violins and Beyoncé and her team of women proclaiming that Black
Lives Matter!, Coldplay joyously bedazzled the stadium filled with 70,000 fans holding
colorful cards declaring: Believe in LOVE! To my surprise, the theme of the halftime
show was global citizenship!
I was inspired by the understanding that there are many ways to engage oneself to
try to make a better world. Coldplay and Beyoncé used their musical talents and fame to
draw attention to the world’s most urgent needs of ending poverty, advancing education,
empowering women, and making sanitized water available for all. Helping one girl –
Immy, who would otherwise be too poor to go to school – get an education is another
way to promote positive change. As a high school teacher and doctoral student, I am
committed to the academic route of educating students to feel empowered to make a
difference in the world. Academics and experiential learning are the day-to-day
processes that transform children into the change-makers of our world. Education has
always been the best solution for social development. With this dissertation, I aim to
explore what facilitates global citizen identity in privileged youth, and it is my sincere
intention that this contribution will make a positive difference to the larger goal of
making our global world more just, more compassionate, and more peaceful.
I dedicate this dissertation to Immy, Betty, Sr. Flo, Sr. Hilda, and the infant girl
born in the cornfield in Uganda. Thank you for touching my heart.
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CHAPTER I
THE RESEARCH PROBLEM
Globalization is not a new phenomenon. However, what is very new is the impact
of 21st century technology and its rapidly changing advances and tools that have
connected all corners of the world in the last twenty years, even the last five years.
During the spring semester of 2005, my ninth grade global studies students were
delighted to use the Internet to search for high quality, cutting-edge journalism about
human rights issues worldwide. They utilized the power of the Internet to create wellresearched, visually enhanced, documentary movies to raise awareness about
contemporary human rights violations such as child soldiers in Sudan, human trafficking
in Nepal, indigenous poverty in Guatemala, and migrant labor abuses in the United
States.
In January 2011, my twelfth grade students explored Twitter to access unfolding
political events that were blocked to traditional news sources about the rapidly changing
events in Cairo’s Tahrir Square that led to the shocking removal of the Egyptian
President Hosni Mubarak. Because of the rapid development of 21st century social
media, my students were able to experience the immediate historical developments of the
revolutionary Arab Spring despite the Egyptian government’s oppressive efforts to block
the Internet and news broadcasting. Using Instagram and Snapchat in 2016, my high
school exchange students from a variety of countries in Europe, Latin America, and Asia
instantaneously shared images and messages of their unique view of the world to friends
near and far. These advances in technology that reside at the fingertips of so many
adolescents make our world inter-connected in ways that would have been unimaginable
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only a few decades ago. The world is available, accessible, entertaining, fulfilling, and
ever-present as a result of this nonstop global streaming of virtual representations.
The drawback of instantaneous global virtual reality is that students find a
satisfaction and inertia in front of a laptop or smartphone touchscreen. It would be easy
to mistake experiencing the digital global world as a wholly satisfying experience.
Students, especially privileged U.S. students with ready access to all the latest gadgets to
access the power of technology, risk creating comfort boundaries with their technology
that lends a false sense of being in synch with the world. The human experience and selfdiscovery of developing relationships with people living in far off lands, immersing
oneself into a new culture, grappling with the challenges of communicating through a
different language, tasting new flavors that surprise one’s tongue, touching a landmark
rich with historical significance, and gazing at the stars and the moon from a different
continent are invaluable opportunities to create a broadened, nuanced worldview. These
authentic experiences cannot be replicated by the virtual world of technology.
Statement of the Problem
Noddings (2008) addresses the disconnect between presumed knowledge and
authentic understanding in her application of care theory to peace education. Peace
educators often use media, memoir, and film to enrich their curriculum and promote the
vital acquisition of cultural knowledge. According to Noddings (2008), students often
“suppose that, as a result of such learning, they know all about another culture” (p. 89).
This leads students who want to make social justice changes in the world to act upon
inferred needs of the other, and to “neglect to engage the living other in dialogue, thus
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missing expressed needs and perhaps creating misunderstandings” (p. 89). Only through
direct human contact can we truly begin to understand others.
International reciprocal student-to-student exchange offers a unique experiential
learning opportunity that has the potential to offer development of accurate knowledge,
thoughtful cultural awareness, and personal self-reflection for adolescent high school
students to expand their worldview. Global experiential learning takes education out of
the traditional confines of classroom and into the community. High school students
engaged in this form of international exchange might be characterized as students who
understand, respect, and value the diversity of the human experience; who begin to
embrace the identity and responsibility of a global citizen; and who mature into welleducated adults who will promote and sustain human rights in our complex global world.
Student exchange also has the potential to foster the development of authentic cultural
humility through transformative learning. These are positive and worthy assumptions
about the impact of high school student exchange. However, the question remains: What
is the actual impact of experiential immersion on privileged teenage youth? The issue of
privilege complicates the analysis of the immersion experience and thus creates a
challenge to understand the impact. In order to develop effective student exchange
programs that will promote authentic student learning experiences that are truly
transformative, it is worthwhile to begin by exploring what privileged high school
students learn from their student exchange experience and to what extent the international
immersion transforms the student.
Banks (2004), a leading contributor to the field of multicultural education, defines
multicultural awareness as “the skills and abilities to identify the creators of knowledge
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and their interests, to uncover the assumptions of knowledge, to view knowledge from
diverse ethnic and cultural perspectives, and to use knowledge to guide action that will
create a humane and just world” (p. 289). Goodman (2001) reinforces the importance of
deliberately engaging privileged students in the process of social justice education
because as allies, privileged students can influence decision-making, be role models, and
advance the creation of systems of greater equity. Essentially, for an adolescent student
this might mean beginning the process of developing a multicultural perspective
characterized by gaining appreciation for multiple viewpoints, seeking multiple voices,
and exploring multiple paradigms. For the privileged student, it might also mean
beginning the process of critical self-reflection and beginning to recognize their position
of privilege vis-á-vis other students and other peoples of the world.

Privilege

Global
Citizen
Identity

Adolescence

International
Exchange

Figure 1. This study explored the emergence
of global citizen identity and the intersection
of international exchange, adolescence, and
privilege in that process.
Given Noddings’ (2005, 2008) insights on care theory, Banks’ (2004) definition
of multicultural awareness, and Goodman’s (2001, 2010) recommendations for education
of the privileged, educators with a multicultural, social justice, human rights, peace
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education, or global citizenship pedagogical orientation might want to encourage their
young students to engage in international immersion as an firsthand means to begin
developing a broader global perspective. International reciprocal student-to-student
exchange - if the impact assumptions prove true - can be an important component in the
toolkit of experiential learning that facilitates the early emergence of a global citizen who
has the potential to inform the choices, priorities, and values of their adult lives with
cosmopolitan values and who will steer their life’s work with humility and empathy for
the betterment of the world.
High school student exchange is presumed to offer authentic and transformative
opportunities for young students to experience personal growth while immersed in the
cultures, lives, and rich history of our global world; however, very little empirical
research has been done on adolescent age students to explore and validate these
assumptions (Lewin, 2009a; Straffon, 2003). Similarly, research on privileged students is
concentrated in the field of higher education (Adams, Bell, & Griffin, 1997; DiAngelo,
2012; Goodman, 2001, 2010; Johnson, 2006; Kimmel & Ferber, 2010; Zambrana & Dill,
2009). Given the globalization of educational resources, facilitated communication and
learning through technology, and increased interconnection of educational institutions,
there is every reason to believe that international student immersion through student
exchange, study abroad, and service-learning initiatives for high school students will
increase. It is important that educators and program directors understand what these
international immersion program experiences teach our high school students, and what if any - impact they have on their early development as global citizens.
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The exploration of the impact of international student-to-student reciprocal
exchange experiences on the emergence of global citizen identity in privileged high
school students was the focus of this research study. It is important at this point to briefly
define global citizen identity. Humans have physical, social, and metaphysical identities
and these identities can fluctuate, change, and intersect over time (Williams, 1995). The
period of adolescence is critical for identity development because it presents the first time
when an individual has the intellectual capacity to fully appreciate the significance of the
reorganization and restructuring in one’s sense of self (Steinberg, 2014). The
development and articulation of personal identity is a deeply complex cognitive and
philosophical endeavor. Modern social identity theory is based on the notion that
individuals’ sense of belonging to certain social groups comes with emotional and value
significance of the group membership (Williams, 1995). Identity development includes
the individual process of accepting specific characteristics and then internalizing these
characteristics. For simplicity, I will refer to this process of identity development as
internalization.
Appiah (2008), an ethics philosopher at the forefront of contemporary thought on
the concept of cosmopolitanism, identifies three characteristics of the metaphor of global
citizen: (1) we consider ourselves as fellow citizens, even if we are not; (2) we should
care about our fellow human beings, even those beyond our political community; and (3)
we can borrow good ideas from around the world, not just from our own society (p. 86).
For the purpose of this study, the intersection of Williams’ description of identity
development and Appiah’s three characteristics of a global citizen guided my
understanding of global citizen identity. The concept of global citizen identity is that an
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individual personally embraces the characteristics of global citizenship and that
belonging to this social group affords the individual personal value. By identifying as a
global citizen, one’s choices, actions, values, and frame of reference are influenced by
cosmopolitan ideals.
Cosmopolitanism promotes a global mindset. Deardorff (2006) asserts that “one
meaningful outcome of internationalization efforts at postsecondary institutions is the
development of interculturally competent students” (p. 241). Cultural competence is a
ubiquitous concept for defining, recognizing, and measuring global awareness (J. M.
Bennett, 2014; Diller, 2005). However, cultural competence is certainly not an
uncontested concept (Rajaram & Bockrath, 2014; Tervalon & Murray-García, 1998).
Deardorff (2006) raises the concern that practitioners and scholars do not agree upon
what it means to be culturally competent, and thus the assessment and measurement of
cultural competence is problematic.
Given the challenges to the concept cultural competence, promoting cultural
humility is a more thoughtful, sensitive, and dynamic paradigm that honors development
of a multicultural perspective. Cultural humility, as defined by Tervalon and MurrayGarcía (1998), “is a process that requires humility as individuals continually engage in
self-reflection and self-critique as lifelong learners and reflective practitioners” (p. 118).
High school student exchange has the potential to begin this process in adolescence and
to initiate the value of cultural humility in our emerging young adults.
In my experience as a global studies educator, I have heard students and parents
refer to the international student exchange experience as transformative, and yet how do
educators assess transformative learning experiences? Mezirow (1978) developed
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transformative learning theory in response to the learning experience of adult learners
who realized they were caught in patterns of history and habit, and who had learning
opportunities to see the world in a more inclusive, discriminating, and integrative
manner. Transformative learning can be defined as a “process of exploring, assessing,
and working to change limiting frames of reference and habits of mind” (Mezirow, 2000,
p. 233). Even high school students who are in the developmental phase of adolescence,
especially those attending an elite private school, have developed frames of reference that
can benefit from learning experiences that will present alternatives. Exchange students
who are observant of their new environment, sensitive to the cultural differences in which
they are immersed, and reflective about themselves and their experiences have the
opportunity to shift their frames of reference and challenge their habits of mind. In this
way, student exchange has the potential to be truly transformative.
Exploring the question of the emergence of global citizen identity in privileged
youth in the context of experiential learning through international reciprocal student-tostudent exchange was the specific focus of this research. The conceptual framework of
cosmopolitanism guided the study while the concept of cultural humility and
transformative learning theory complemented the analysis.
Background and Need for the Study
It is often considered the collective civic duty and goal for U.S. K-12 public
education to develop well-educated citizens. For educators with a global mindset,
educating U.S. youth to be aware of the diversity, complexity, and challenges of their
global world is also a duty and goal. Educators who feel the increasing magnitude of the
world’s global challenges - challenges such as how to end civil and terrorist-originated
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war and create sustainable peace; how to end the human suffering caused by violence
toward women; how to educate the world’s children; how to solve the scourge of
HIV/AIDS, cancer, and the newest threats of Ebola and Zika viruses; how to save the
resources of our planet from destruction; and how to feed the seven billion, and growing,
humans on this earth - often look to the education and promotion of global citizenship
(Noddings, 2005). The aim of education for global citizenship is to encourage
motivation, hone skills, facilitate communication, and promote strategies such that
students will act upon their global understandings to make our world a better place for
humanity.
Authentic cultural awareness, multicultural perspective, and cultural humility
through transformative learning are all positive outcomes of the internationalization of
education through experiential learning opportunities. The opportunity to study for a
semester or longer in a different international educational institution has been available to
university students for decades. Lewin (2009b) indicates that the percentage of students
in higher education who study abroad has changed little; however, since the 1990s the
numbers of students in higher education has increased dramatically and thus the numbers
of students studying abroad has increased as well. “Study abroad is undergoing a
revolution in the United States” (2009b, p. xiii). Consistent with this trend there has been
a marked increase in program offerings for university students to engage in short-term
study abroad, oftentimes incorporating service-learning into the experience (DonnellySmith, 2009; Sutton & Rubin, 2004).
These experiential learning opportunities available to university students are now
being offered to the younger high school student, albeit with modifications given their
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youth. Study abroad programs, service-learning initiatives, and exchange opportunities all personal immersion experiences - are supplementary educational initiatives designed
for experiential student learning. The concept of linking classroom teachings with study
abroad, volunteer, and exchange experiences outside the classroom environment is
broadly accepted as a valuable enrichment to the academic experience. Research has
been concentrated on higher education to evaluate learning outcomes for university and
post-graduate students engaged in study abroad and other international immersion
programs (Chieffo & Griffiths, 2009; Deardorff, 2006; Donnelly-Smith, 2009;
InterMedia, 2009, W. K. Kellogg Foundation, 2004; Rogers & Weiss, 2007; Silver, 2009;
Sutton & Rubin, 2004; Tarrant, Rubin, & Stoner, 2014). Because research requires
funding which K-12 institutions typically lack, there is a dearth of empirical research
focused on the learning outcomes for adolescent and younger students (Lewin, 2009a;
Straffon, 2003). Evaluation of programs and their impact for high school study abroad
and youth cultural immersion trips are typically in the form of anecdotal stories gathered
in a casual manner, often for promotional purposes or for hypothesizing what should be
done to globalize primary and secondary education (Berdan, 2014).
Adolescence is a developmental phase characterized by numerous interrelated
changes that reorganize and restructure youth’s self conception as well as their interaction
with the larger society (Steinberg, 2014). Because the adolescent student is very different
from the adult student, the lack of scholarly analysis on the topic of adolescence in the
context of international experiential learning is noteworthy. In addition, often youth who
engage in immersion abroad are a privileged subset because of the resources required for
such an experience. Students are privileged by their access to programs and resources for
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student-to-student exchange. Adding to the challenge of developing highly effective
education for global citizenship are the dynamics of adolescence and privilege.
Understanding these dynamics within the experiential learning opportunity is an essential
aspect of a truly thorough critical analysis of the student’s international experience.
This study began to fill an existing gap in the exploration of learning outcomes
focused on adolescent privileged students who had the unique opportunity to immerse
themselves in a new culture through a reciprocal international exchange experience. It
also offered insights about the emergence of global citizen identity as it related to
experiential learning. In addition, it was the first research study of the Network’s
international exchange program.
With a critical investigation of the broader immersion experience, resources can
more effectively be allocated toward the development of experiential programs that
mindfully promote global awareness, human rights values, peace and diplomacy mindset,
multicultural literacy, and social justice activism through transformative learning
experiences that facilitate the emergence of global citizen identity. As secondary school
educators and experiential learning program directors increase opportunities for high
school students to engage in international student experiences, it was valuable to examine
the personal dynamics and critical consciousness associated with exchange experiences
that were unique to this specific group of privileged youth. This study was a first step to
explore the relationship between adolescence, privilege, international exchange, and
global citizen identity.

12
Context
This study explored global citizen identity through the specific lens of a unique
reciprocal student exchange program. For more than 200 years, a specific international
congregation of Catholic religious women (the Society) has made it their mission to
“communicate the love of the Heart of Jesus” by establishing schools of formal
education, organizing educative projects, engaging in pastoral work, offering spiritual
retreats, and collaborating with other like-minded institutions. The Society has a
presence in 41 countries, and has a network of approximately 154 independent Catholic
schools (the Network) in 30 of these countries. Over many decades, an international
reciprocal student-to-student exchange program has been established, enabling high
school students to engage in a short-term (3-6 weeks) exchange with students from other
Network schools. Approximately 30% of the schools actively participated in the
exchange program and roughly 100-150 high school students travelled each year within
the Network as exchange students.
This study focused on exchange students from one high school within this
Network. California Catholic Academy (CCA - pseudonym) is an elite collegepreparatory independent Catholic high school in northern California, and the reciprocal
student exchanges are arranged with the international Network schools of similar
demographics. (See Appendix N a brief overview of the history and philosophy of the
Institution.) For purposes of confidentiality, the name of the school, the international
network, and the religious congregation have been disguised in this study. For clarity,
the following names have been used throughout this study:
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•

CCA is the name of the elite college-preparatory independent Catholic high
school where the research participant students attended school.

•

The Institution is the name of the pre-kindergarten through 12th grade
independent Catholic education institution located in northern California.
CCA is the high school division within the Institution.

•

The Network is the international network of schools in 30 countries founded
by and affiliated with the Society. CCA and the Institution are active
members of the Network.

•

The Society is the name of the Catholic religious congregation that founded
the CCA, the Institution, and the Network.
Purpose of the Study

The purpose of this study was to explore the impact of short-term reciprocal
international student-to-student exchange experiences on U.S. students attending an elite
independent Catholic high school in northern California. By examining the intersection
of international exchange, adolescence, and privilege, this study investigated the extent to
which the emergence of global citizen identity was facilitated as a result of student
participation in the exchange program made available by the international Network. I
designed this study to begin a discourse on how international student exchange impacts
global citizen identity among privileged U.S. youth.
Appiah’s (2008) three characteristics of the metaphor of global citizenship were
used to focus this exploration:
•

we consider ourselves as fellow citizens, even if we are not;
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•

we should care about our fellow human beings, even those beyond our
political community; and

•

we can borrow good ideas from around the world, not just from our own
society (p. 86).

Learning from a sample of privileged U.S. high school exchange students, I
investigated if these youth had broadened their perspective of the global community and
how this might have been demonstrated; if they demonstrated care for their fellow human
beings beyond their home community; and if they internalized what they learned from
their global experience by willingly embracing a global citizen identity. This study was
an initial mindful exploration of independent experiential learning, critical analysis of a
privileged opportunity, inquiry of global citizen identity, and the intersection of these
dynamics within adolescent youth.
Research Questions
This study intended to encourage an honest discussion of what takes place when
privileged U.S. high school students engage in a reciprocal student-to-student
international exchange. In the form of a qualitative research study, I investigated the
following overarching question along with three specific research questions derived from
Appiah’s (2008) characterization of global citizenship:
To what extent does participation in short-term reciprocal international student-tostudent exchange facilitate the emergence of global citizen identity in U.S. students at an
elite independent Catholic high school?
•

To what extent do students broaden their perspective of the global community
and how is this demonstrated?
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•

To what extent do students demonstrate care for their fellow human beings
beyond their home community?

•

To what extent do students internalize what they learned from their global
experience by willingly embracing a global citizen identity?
Conceptual Framework
Cosmopolitanism

The conceptual framework that formed the backbone for this study was the
concept of cosmopolitanism. The English word cosmopolitan traces its roots back 25
centuries to ancient historical origins and derives from the Greek words kosmou politês,
or kosmopolis, which literally translates to world people. Cosmopolitanism over the
centuries has developed as moral, political, cultural, economic, and religious
cosmopolitanism with many varying and divergent branches stemming from the same
philosophical tree (Kleingeld, 2012). Cosmopolitanism - global citizenship - is a
metaphor for a mindset that holds “that the inherent dignity and well-being of each
human person warrants equal respect and concern” (Schattle, 2009, p. 3).
Humanity can be understood as universal, and yet the rich diversity of the human
experience is to be valued, protected, and promoted. Appiah (2007) refers to this notion
as “universality plus difference” (p. 2379). Appiah (2008) develops the metaphor of
global citizenship as a moral social construct, which does not imply cosmopolitanism as
an objective of a worldwide government or citizenship as a political institution. Moral
cosmopolitanism promotes that human beings have the moral responsibility to care about
our fellow human beings, even those beyond our immediate community or beyond our
special human relationships. Moral cosmopolitanism also promotes that we can learn and
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borrow from, as well as teach and be taught by, our fellow human beings.
Cosmopolitanism is based on the value of interpersonal dialogue and the primacy of
human interaction. Cosmopolitanism is not proselytizing the “truth” or engaging in
missionary conversation; and cosmopolitanism rejects fundamentalist threats for forced
universality of mind and instead promotes tolerance, “Tolerance doesn’t mean that you
find nothing intolerable” (Appiah, 2008, p. 95).
The cosmopolitan values cultural diversity because of what it offers, creates, and
makes possible for our human society. “At the heart of modern cosmopolitanism is
respect for diversity of culture, not because cultures matter in themselves, but because
people matter, and culture matters to people” (Appiah, 2008, p. 88). Appiah continues to
develop the concept of cosmopolitanism by blending the value of heritage and geographic
roots with the universal values of cosmopolitanism. Appiah (2005, 2006) refers to this
evolved concept as rooted cosmopolitanism and claims that the two concepts of (1)
regionally-based culture and loyalty and (2) globally-focused membership and
responsibility, which appear to be contradictory, are in fact mutually dependent and vital
for each other. Cosmopolitans must have a deeply grounded appreciation for the local in
order to have profound meaning for the universal; and by appreciating the diversity
within the universal, one can more authentically embrace the values of the local.
Cosmopolitanism has taken on a new interpretation in the context of critical
theory. The very real challenge of global solidarity based on human equality is what
causes Kurasawa (2004) to ask: “how, exactly, do we foster a sense of solidarity without
bounds?” (p. 233). Kurasawa shares a limited appreciation of what he calls
contemporary cosmopolitanism, namely that human beings should see themselves as part
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of a larger global community and be respectful of and conversant in the diversity of our
world. Instead, Kurasawa promotes cosmopolitanism from below, which he labels
critical cosmopolitanism. Critical cosmopolitanism deconstructs the traditional sources
of power by opening communication channels, creating new networks, and unlocking
resources that were formerly inaccessible to the oppressed of the world.
Cosmopolitanism has evolved over the centuries from Cynic rootlessness, Stoic
moral responsibility, Kantian peace diplomacy, and contemporary solidarity as espoused
by Appiah, to Kurasawa’s articulation of critical cosmopolitanism creating vital networks
from the margins and challenging the traditional structures of injustice. The contested
discourse of global citizenship and cosmopolitan philosophy continues to evolve. This
multi-facetted conceptual framework of cosmopolitanism was the lens through which this
study explored the impact of short-term reciprocal student-to-student exchange on
privileged high school students. The experiential pedagogy of international exchange as
a form of education for global citizenship was investigated with the motivation of
understanding the impact on adolescent global citizen identity development and for
developing improved experiential learning programs that foster cosmopolitanism.
Complementary frameworks
The concept of cultural humility and the theory of transformative learning had a
complementary relationship to the cosmopolitan conceptual framework for this research
study. Tervalon and Murray-García (1998) coined the phrase cultural humility as a direct
challenge to the assumptions, acceptance, and prominence of the concept of cultural
competence. Mezirow’s (Kitchenham, 2008; Mezirow, 1978, 1997, 2000) transformative
learning theory was developed to explain the circumstances that facilitate a broadening
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and change in one’s frame of reference. While neither of these theories was developed
with youth, global citizenship, or international experiential learning in mind, each
framework offered a valuable lens through which to better analyze the impact of high
school international immersion experiences on the emergence of global citizen identity.
The exposure of going beyond our familiar boundaries and learning about and
knowing others can facilitate better knowing oneself. In other words, when immersing
oneself into a different living environment, this very experience can become a reflective
window into one’s own identity. In the journey of better knowing oneself and others,
cultural humility and the transformative learning process may support the emerging
development of a global citizen identity. In our highly globalized world, global citizens
are deeply rooted in their own self-awareness and localized understandings, and they are
particularly receptive and engaged to promote acceptance, tolerance, and appreciation for
diversity. Educating youth to be global citizens is a long-term strategy to promote peace,
social justice, and respect for human rights in our world.
Educational Significance
This research inquiry intended to explore and focus attention upon the emergence
of global citizenship identity in high school students attending an elite independent
Catholic high school in the context of short-term reciprocal international student-tostudent exchange experiential learning. Universities have engaged in study abroad for
decades and resources for research of higher education are plentiful, thus empirical
analyses on the impact and learning outcomes of international education for the postsecondary student are abundant (Deardorff, Wit, Heyl, & Adams, 2012; Lewin, 2009a).
A high school student is at a very different developmental phase than is a university
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student; therefore, analysis of this specific age group was important to understand the
age-appropriate expectations and experiences for the adolescent student.
Furthermore, specific focus on the privileged adolescent student is uncommon
(Goodman, 2001). The self-reflection of both the exchange students and the researcher
and the dialogue that took place between the students and the researcher offered insights
that would have been otherwise absent. This study contributed to the limited empirical
literature focused on the relationship between privilege, adolescence, international
immersion, and global citizen identity.
This study offered an exploratory investigation of the short-term reciprocal
student-to-student exchange experience within the specific context of the international
Network. While the exchange program has been in existence for many decades in dozens
of Network schools across many countries, basic demographic data was not recorded and
the program has never been systematically analyzed. Extensive resources were dedicated
within the Network, and yet no one evaluated the impact of these resources on the many
students who participated in the international student exchange program. This study
offered insights that Network school educators, administrators, and parents can readily
use to develop effective international immersion programs that will offer transformative
learning opportunities that facilitate the emergence of global citizenship identity in
privileged adolescent youth.
Delimitations and Limitations of this Research Study
Delimitations
Delimitations of this qualitative research study included the research setting;
exchange program specifics, cross-sectional approach, and timing of the study. The
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sample of focal students was selected purposefully from CCA students who participated
in the exchange program offered through the international Network. There were 22
affiliated Network schools within the U.S., and most of these schools actively
participated in the international exchange program. Studying the impact of international
immersion experiences on exchange students from a sample of these U.S. Network
schools would have been valuable. However, the scope of the research setting for this
study was narrowed to include only one affiliated school, CCA - an elite collegepreparatory independent Catholic high school located in northern California. Since I
worked at CCA, I had convenient access to CCA students, parents, and teachers. Given
this research delimitation, the students studied were of a similar demographic:
middle/upper class high school students attending CCA.
In addition, the exchange students had reciprocal student-to-student exchange
experiences in similar contexts: with middle/upper class students who attended Network
schools in Austria, France, Germany, Ireland, Spain, Peru, and Australia. The country
visited, length of exchange, amount of international school time, the timing of the
exchange, and the rotation within the reciprocal exchange - if the student hosted before or
after their time abroad - are all factors that influenced each student’s experience and the
extent to which the student exchange experience may have facilitated the emergence of
global citizen identity. Generalizing the findings of this study beyond this demographic
of privileged students would not be appropriate.
Cultural humility and global citizen identity are processes that take time to
develop. A longitudinal study observing exchange students for several years after their
international immersion would most likely offer valuable insights pertaining to the
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sustained impact of the exchange experience. Due to the time constraints of this study,
this research included a quasi-longitudinal study by studying CCA exchange students
who went abroad during the summers of 2012-2015. This cross-section approach offered
the benefit of observing impact and internalization a few years, albeit imperfect because
each cross-section included different students for each time segment.
Lastly, students who went on exchange in the summer of 2012 graduated from
CCA in May 2014, and students who went on exchange in the summer 2013 graduated in
May 2014 and 2015. The data collection of this research study was constrained by the
availability of these former exchange students who made up a portion of the sample.
Limitations
This study was constrained by the specific nature of the student body at CCA who
were privileged in the sense that they attended an elite private school, had the opportunity
to participate in such a unique high school international immersion program, and were
U.S. travelers who carried what McIntosh (1988) refers to as their “invisible backpack of
privilege,” weightlessly filled with unearned assets that can be cashed in each day, but
about which the privileged are typically oblivious. McIntosh specifically refers to
privilege based on light-colored skin, but she acknowledges that similar unearned
privilege derives from gender, socioeconomic status, age, physical ability, ethnicity,
religion, nationality, and sexual orientation. According to McIntosh, privilege allows the
dominant group to deny the advantages that they gain from the disadvantages of others.
This denial in turn is what protects the “privilege from being fully acknowledged,
lessened, or ended” (p. 1); maintaining the unconscious nature of the oppression.
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All participants of this study were viewed as privileged U.S. travelers - not
because they possessed all the characteristics of privilege, such as being White or from a
family with high socioeconomic status - but because they were all students at an elite
private school and able to partake in such an extraordinary high school experiential
learning opportunity. The 43 students who chose to participate in the CCA exchange
program from 2012-2015 were not a random sample of the student population, but a selfselected group interested in the opportunity of international immersion. From this group
of 43 students, the sample of 10 students was selected purposefully with the intention of
finding information-rich cases from a cross-section based on year of participation.
Further limiting the sample selection was availability and willingness of the students to
participate in the research study. The personal demographics of each participant in this
study – gender, age, socioeconomic status, race, nationality, and ethnicity – surely
influenced their exchange experience. With a sample size of 10 case study students, it
was not practical to purposefully select based on these demographics. Nonetheless, the
sample included a variety of boys and girls, 15-19 year olds, students who received
financial aid and those who did not, students of some variation of racial, ethnic, and
national background.
The specific logistics of each exchange presented additional limitations of this
study. CCA exchange students had limited amount of school time they could spend at an
international Network school. CCA students were only able to travel on student-tostudent exchange during their school summer holiday. Many schools in Europe and in
the southern hemisphere were in session during portions of CCA summer holidays, which
made it possible for CCA students to experience school in a different international
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Network institution. As a result of the timing of school sessions, CCA students may only
have spent a few weeks of time at the international Network school, and some students
may not have spent any time at a Network school. This limited the opportunity for CCA
students to experience the dynamics of school, make a broader set of friendships beyond
the exchange student host friendship, and settle into the rhythm of everyday life in
another culture.
What was common for every focal student in this study was that they (a) travelled
alone internationally for the first time as part of their exchange immersion, and (b) lived
alone within their host family. Each student had the opportunity to experience the
challenges and fulfillment of independence at a young age. Each student was immersed
into a new host family, thus experienced in a new family environment. Each student
lived in a different country and had the opportunity to reflect upon similarities and
differences between the countries. How the dynamics of independence, family
immersion, and international living interacted within each exchange student was unique
to each individual. By taking a qualitative case-study approach, this research study
explored the learning outcomes of exchange students and attempted to find patterns and
themes offering insights to better understand the emergence of global citizen identity in
privileged adolescent youth.
Researcher Background
As Director of Global Education at CCA, I was highly invested in the curricular
and co-curricular learning experiences of CCA students. After having spent 12 years as a
middle and high school social science teacher at the Institution, I was given the
opportunity to create CCA’s Center for Global Education. One of my priorities was to
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expand and enrich the opportunities for CCA high school students to take advantage of
the unique student-to-student exchange opportunities that were possible through the
international Network.
A complementary purpose for this study was to use the findings and conclusions
to critically evaluate the objectives of CCA’s exchange program and develop it into a
more reflective and critical learning opportunity that was more attractive and accessible
to a larger demographic of CCA students. Relatively few financial aid students or
students of color participated in CCA’s international Network exchange program. I
hoped the findings and conclusions would help me strategize how to make the program
more inclusive and to motivate CCA administrative support.
Throughout this study, this researcher engaged in ongoing critical self-reflection
by keeping a research journal; nonetheless it was essential to state my enthusiasm for the
possibilities of CCA exchange program. My strong beliefs about the benefits of
expanding our global relationships derive from decades of personal and professional
international experiences. In the 15 years prior to this study, I was involved with servicelearning and global education at CCA. I participated in local service-learning
experiences; led international service-learning immersion trips; promoted servicelearning within my classroom curriculum; and taught as a volunteer within the
international Network schools in developing countries during many summer holidays. I
sought out personal learning experiences that challenged me beyond my comfort zone
and worked for positive transformations in society as a result of these experiences.
Aware of my privilege as a White woman born, raised, and educated in the United States,
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living in safety and working with socioeconomic security, I tried to work in a respectful,
reciprocal, non-dominant manner; and did my best to create authentic relationships.
As the principal investigator, it was important to identify where the study design
and objectives might have been comingled with my personal background and
professional interests. This study offered yet another opportunity to develop and deepen
my cultural humility hoping to minimize the size and weight of my invisible backpack of
privilege (McIntosh, 1988).
Definition of Terms
Cultural humility: As defined by Tervalon and Murray-García (1998), “is a
process that requires humility as individuals continually engage in self-reflection and
self-critique as lifelong learners and reflective practitioners” (p. 118). Cultural humility
is a reflective process grounded in developing a deep understanding, authentic sensitivity,
and ongoing investigation of cultural complexity.
Global citizen: Global citizen is a metaphor for one’s sense of awareness of,
community with, and responsibility to the global community. Global citizen does not
imply national, political, or legal definitions of citizenship. Global citizen is a personal
frame of reference that includes: (1) considering ourselves as fellow citizens, even if we
are not; (2) caring about our fellow human beings, even those beyond our political
community; and (3) borrowing good ideas from around the world, not just from our own
society (Appiah, 2008, p. 86).
Global citizen identity: The concept of global citizen identity is that an individual
personally embraces the characteristics of a global citizen and that belonging to this
social group affords one personal value (Goodman, 2010; Williams, 1995).
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Reciprocal exchange: A student-to-student exchange is reciprocal when each
exchange student lives with their host family and attends the host school in exchange for
then reciprocating the hosting arrangement in their own home and school. All
participants in this research study engaged in reciprocal exchange.
Short-term: The duration of student exchange, varies for each student; however,
the experience was considered short-term when the exchange student hosts or is hosted
for up to nine weeks living with their host family and attending the host school.
Student-to-student exchange: A student-to-student exchange is when one student
is matched with another student and a reciprocal exchange takes place.
Student exchange: For purposes of this study, student exchange refers to a
reciprocal student-to-student exchange.
Study abroad: For purposes of this study, study abroad refers to the experience
when a students travels abroad, enrolls in an educational institution, and engages in a
long-term course of study, typically at least a full semester. The context of this research
does not include study abroad.
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CHAPTER II
REVIEW OF LITERATURE
Restatement of the Problem
High school students have greater exposure to the interconnected globalized
contemporary world as education for global citizenship, including global, human rights,
peace, multicultural, and social justice pedagogies are infused into more traditional
academic disciplines to enrich and broaden the curriculum. In addition, technology
allows both students and teachers to access images, voices, videos, and news from around
the world as well as in real-time as commonplace and historical events are taking place.
This is the positive aspect of the internationalization of the secondary school experience.
Nonetheless, Noddings (2008) warns us that this ready access to information might make
the U.S. student feel fully informed and thus unmotivated to experience the global world
through first-hand experiences.
International reciprocal student-to-student exchange for high school students
offers an age-appropriate opportunity to experience personal independence while
exploring another culture in a different region of the world. This immersion into another
family’s home, into another school community, and into another global setting has the
potential to promote transformative learning for the adolescent youth. International
student exchange is one form of experiential learning that complements education for
global citizenship; yet, there is very little empirical research on the impact or learning
outcomes of immersion abroad for high school students.
This study contributed to the limited research on the emergence of global citizen
identity in privileged youth. Appiah (2008) identifies three characteristics of the
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metaphor of global citizenship: fellowship, care, and respect, which informed this study’s
three research questions. For the purpose of this study, the concept of global citizen
identity was demonstrated when an individual personally embraces the characteristics of
global citizenship and that belonging to this social group affords the individual personal
value (Williams, 1995). By embracing a global citizen identity, an individual’s choices,
actions, values, and frame of reference were characterized by cosmopolitan ideals.
The overarching question for this study was: To what extent does participation in
short-term reciprocal international student-to-student exchange facilitate the emergence
of global citizen identity in U.S. students at an elite independent Catholic high school?
This literature review was intended to offer context and background on this essential
question. Cosmopolitanism was the primary conceptual framework through which the
findings of this study were analyzed. In addition, the concept of cultural humility and
transformative learning theory were referenced as supporting frameworks. Lastly, my
literature review offered a scholarly overview of education for global citizenship,
experiential learning, and concepts of intercultural development.
Conceptual Framework
Cosmopolitanism: Global citizenship
This study was framed by the concept of cosmopolitanism. Cosmopolitanism global citizenship - is an ideal that can be interpreted and made manifest though a variety
of lenses. The civil lens of Alexander of Macedon, Alexander the Great, and his desire
for a world government and thus a literal interpretation of world citizenship is a curious
footnote of antiquity. The political lens, which Immanuel Kant explored in his
Enlightenment treatise, Perpetual Peace (1957), advances a worldwide political
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paradigm and structure that might prevent war and promote peace among nations. The
economic lens, which is supported by the liberal theories of Adam Smith (1904) in his
classic text Wealth of Nations, offers the philosophical heritage of laissez faire and the
contemporary justification for neo-liberal policies and unfettered economic globalization.
While these lenses are historically significant, not uncontested, and merit consideration,
they do not offer the appropriate cosmopolitanism lens upon which this study was based.
The concept of cosmopolitanism upon which this study was grounded is a moral
social construct that embraces both the universality and diversity of the global
community; actively cares for the global community; and is motivated to critically learn
from the global community through thoughtful reflective engagement. This lens of
cosmopolitanism promotes a particular way of being in our global world that is aware,
informed, reciprocal, just, tolerant, generous, proactive, and interconnected.
According to tradition, the first person to articulate the notion of global
citizenship was Diogenes, the Cynic philosopher who lived in Sinope in the region of
Asia Minor in the late fifth century B.C.E. (Appiah, 2007, 2008; Aryal & Appiah, 2010;
Brown, 2009; Donnelly, 2008; Kleingeld, 2012; Kleingeld & Brown, 2014; Kurasawa,
2011; Nussbaum, 1997; Schattle, 2009). Diogenes, the founder of the philosophical
movement Cynicism, is said to have boasted that “I am a citizen of the world” (Appiah,
2008, p. 86). This declaration, which represented Diogenes’ rejection of his city and state
of origin and thus his rejection of tradition and local authority, was meant to prioritize his
affiliation with the larger human community, the cosmos. This cynical, rootless,
wayward perspective is now understood as negative cosmopolitanism, thereby rejecting
attachment and loyalty to a specific home, government, or people.
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In the first century C.E., Marcus Cicero the Roman Republic Stoic, Seneca, and
later Marcus Aurelius in the second century C.E. embraced “the spiritual affinity of all
human beings” (Appiah, 2007, p. 2376). Stoicism promoted positive cosmopolitanism by
affirming the “moral obligations toward humans anywhere in the world because they all
share in a common rationality, regardless of their different political, religious, and other
particular affiliations” (Kleingeld, 2012, p. 2). Roman Stoics developed a more thorough
and nuanced philosophy of cosmopolitanism. Stoics maintained two fundamental beliefs:
(1) that humans are born into two communities: the community of their birth and the
community of humankind, and (2) that all humans share the capacity for reason and
communication, and from this common humanity derives the universal value of human
worth (Brown, 2009). Continuing to look back into the era of Roman and Christian
antiquity, St. Paul, also known as Saul, wrote “there is neither Jew nor Greek, slave nor
free, male nor female: for you all are one in Christ Jesus” (Life application study bible,
1991, p. 2121). Positive cosmopolitanism embraces active global membership that
complements loyalty to your heritage ethnic group and political citizenship to a specific
city or state.
Classical cosmopolitanism
The historical lineage of the concept of global citizenship continued into the
Enlightenment era. Immanuel Kant is the Enlightenment philosopher who is most
closely and most often associated with cosmopolitan ideals of global citizenship
(Bohman & Lutz-Bachmann, 1997; Brown, 2009; Kleingeld, 2012; Nussbaum, 1997;
Schattle, 2009; van Hooft & Vandekerckhove, 2010). Kant’s view is based on the
primacy of reason. According to Kant, it is through reason that individuals will adopt the
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attitude of “recognition, respect, openness, interest, beneficence and concern” (Kleingeld,
2012, p. 1) for all people, both individuals and cultural groupings, as valuable members
of the global community. Kant’s commitment to cosmopolitan ideals and his insistence
that these beliefs be transformed into political action inspired Perpetual Peace (1957).
Kant’s framework for peace was based upon universal acceptance of sovereign nations
peacefully co-existing, specifically with respect to international relations and diplomacy.
This form of 18th century positive cosmopolitanism established the philosophical
blueprints that were later employed by the international community’s response to the 20th
century World Wars, namely the League of Nations and its successor, the United Nations.
Classical cosmopolitanism is grounded in philosophical liberalism presented 150
years ago in John Stuart Mill’s (1989) On Liberty, which establishes the philosophical
heritage of individuality and prioritizes the ultimate value of free will as long as others
are not harmed. Liberalism informs humanity that each human individual is charged with
ultimate responsibility for his or her own life (Mill, 1989). The foundation of
cosmopolitanism’s respect for diversity of the human experience is based upon the liberal
principal of individuality.
Appiah (2005, 2007, 2008) embraces the philosophical heritage of individuality as
presented in John Stuart Mill’s (1989) On Liberty. Social liberalism respects free will
and the individual responsibility that each human is endowed with, so long as others are
not harmed (Mill, 1989). Appiah (2007) declares that a global citizen wants to live by
one’s own light and let others live by their very own bright light. This is both the
universal truth and the individual freedom and responsibility that inspires Appiah’s
concept of being a global citizen:
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The citizen of the world wants, as we all do, to make her own life. She wants to
do it, as many do not, enriched by the experiences of peoples who are not at all
like herself. But she also wants others to be free to make their own lives be their
own lights, because their lights may be brighter, or at any rate brighter for them,
but also, just because a good life is, among other things no doubt, one lived by
your own lights. (Appiah, 2007, pp. 2390–2391)
The philosophical notion of fallibilism is another concept vital to the
understanding of cosmopolitanism (Appiah, 2007). Fallibilism embraces the reality that
individual humans or even a collection of humans cannot know everything or have a
monopoly on truth. When humans recognize the possibility of not knowing complete
truth, they can then embrace the very real value and motivation of learning from others.
Honoring this deficit in humans, fallibilism instead validates that humanity, as a whole,
can theoretically know all and can know truth; however, this can only be accomplished
by communicating with and learning from others. It is through our direct interactions of
teaching and learning from others that humanity has the greatest chance of discovering
truth. “A global community of cosmopolitans will want to learn about other ways of life
through anthropology, history, novels, music, and news stories in newspapers, the radio,
and through television” (Appiah, 2007, p. 2381). This interpretation of cosmopolitanism
is the inspiration for educating for global citizenship, especially to our youth.
Rooted cosmopolitanism
Advancing the concept of rooted cosmopolitanism is Appiah’s (2005, 2006)
answer to the philosophical tension underlying the notions of individualism and
universality. It is the thick roots that humans grow in the form of geography, traditions,

33
and family heritage that are vital to the development of self, or our identity, that can be
expansive to the greater cosmos. Humanity’s roots have historically been shaped by
interactions with other peoples and other times. It is with this understanding of the
connections with the larger humanity that inspires the global, the universal view.
Aryal and Appiah (2010) engage in a contemporary conversation about ethnic
identity and cosmopolitanism. Appiah prefers to prioritize identity relationships with
universal human values. Appiah refers to this way of thinking as rooted
cosmopolitanism, and believes that this is the best approach for achieving peace in our
world and explains that this process is the motivating force behind contemporary human
rights treaties. Cosmopolitanism is based on respect for the humanity of others, and
cosmopolitans understand that “we should each bring our ideas to the global
conversation” (Aryal & Appiah, 2010, p. 57).
The philosophical heritage of Appiah’s (2008) views on cosmopolitanism - liberal
individualism, fallibilism, global universalism - can be summarized into three distinct
characteristics of the metaphor of global citizenship: fellowship, care, and respect. These
three features specifically guide this study’s overarching question and its three specific
research questions.
Contemporary cosmopolitanism
Dower (2010) conceptualizes cosmopolitanism as four interconnected
dimensions: ethical, institutional, individual, and state, and the intersectionality of these
dimensions offers a robust analysis of cosmopolitanism. Dower presents an argument for
cosmopolitanism as a global ethic and responsibility placing strong emphasis on a moral
understanding of global well-being and “felt global community” (2010, p. 11).
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International ethics focuses on assessing “how well or badly nation-states in the
international system deliver on the goals that the cosmopolitan accepts or advocates”
(2010, p. 13). Ultimately, in a democratic world or at least a world based on people’s
collective wants, the ultimate goal is to persuade large enough numbers of citizens and to
educate the next generation with global citizenship values so that governments acting on
behalf of their citizens’ desires will invest in the global well-being of the larger society.
Dower (2010) discusses that global citizenship is not the narrow definition of
citizen of a nation-state. Citizen in this context refers to a member of a global moral
community or “belonging to a moral realm in which she has obligations in principle
towards any human being” (2010, p. 15). Global governance is different from global
government. Dower shares that the growing impact of Non-Governmental Organizations
(NGOs) serving the needs of people around the world and fulfilling the responsibilities
that governments often overlook is an excellent example of both globally minded citizens
and global governance. “The important thing is to argue for the emergence of bodies of
various kinds, networks, rules and practices which more adequately realize the global
goals of an adequate cosmopolitan ethic” (Dower, 2010, p. 20).
Dower (2010) presents the argument that cosmopolitanism promotes the “basic
ethical position that all human beings matter” (p. 3). The critique of ethical universalism
is at the core of this belief. This is not to say that all values are universal, but that there
are universal values. Declaring that “all human beings matter” (p. 3), is one of the values
that cosmopolitans hold as universal. Dower (2010) continues the discussion of global
ethics by referencing Bhikhu Parekh’s clarification between assenting to - based on a
specific and different intellectual experience - and consenting to - based on a cross-
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cultural dialogue. Both are essential characteristics of a global ethic (as cited in Dower,
2010, p. 8). This leads to the understanding that a global ethic need not be universally
shared, but it is possible and desirable that a global ethic “is genuinely supportable by
people from different cultural or intellectual backgrounds” (Dower, 2010, p. 8).
Some challenge the cosmopolitan notion that humanity has the responsibility to
protect global well-being and oppose what contradicts this well-being. This
responsibility can be interpreted as trying to be all things to all beings, and essentially
being nothing to everyone. The cosmopolitan response, according to Dower (2010), is
that cosmopolitan values of caring for the larger community promotes relationship
building near and afar. Focused care for our personal and local communities is consistent
with cosmopolitan values. This very sense of responsibility and commitment beyond
national borders is what motivates the fairly recent international concept within the
United Nations of R2P - responsibility to protect - that challenges the privilege of
sovereignty when a government is actually inflicting harm within their borders.
Honoring the cosmopolitan concept of the sacredness of humanity imposes a cross-border
responsibility to act on behalf of those who cannot help themselves.
Dower (2010) takes on the concept of global citizen, claiming that the metaphor is
“a placeholder for some more general idea like moral agent or member of a global
community” (p. 15). However, there is more to this concept than morality. Citizens have
recognized national rights; and thus according to Dower (2010), global citizens should
claim the rights consistent with the internationally accepted human rights treaties.
Further, the internationalization and expansion of independent people and resources that
make up the NGO community recognizes the need for governance beyond and across
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borders. This is what some call “globally oriented citizenship” (as cited in Dower, 2010,
p. 16).
Critical cosmopolitanism
Kurasawa (2004, 2007, 2011) is a contemporary scholar taking the moral
philosophy of cosmopolitanism and giving it new life by applying critical theory to its
assumptions. In the name of global social action, Kurasawa (2004) challenges “cultural
homogenization, political fragmentation, and social thinness” (p. 235) of global solidarity
in the classical form of cosmopolitanism. Critical cosmopolitanism challenges the
notions of egalitarian universalism. Much like the color-blind, post-racial tendencies that
homogenize racial differences and lived experiences, critical cosmopolitans distrust the
tendency to minimize difference and cultural specificity. According to Kurasawa (2011),
“critical cosmopolitanism is defined by its pluralist egalitarianism and emancipatory
universalism” (p. 280).
Kurasawa (2004) references alternative globalization movements such as the 1994
Zapatista rebellion, 1999 Seattle World Trade Organization protests, and the international
opposition to the 2001 U.S.-led invasion of Iraq, as globalization from below because
disparate groups were networked and united to confront traditional power structures.
Kurasawa points out that “resistance to domination as being intimately tied to the search
for inclusion of others” (p. 240). This form of cosmopolitanism from below, or critical
cosmopolitanism, links subaltern groups such as women, indigenous peoples, workers,
immigrants, people of color, gays and lesbians, and environmentalists, to name just a few
of the typically marginalized groups. Kurasawa calls this a “cosmopolitan mosaic” (p.
243).
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Kurasawa (2004) points out that normative cosmopolitanism, which validates a
top-down vantage, overlooks the subaltern “groups that are cultivating relatively thick
global social relations” (p. 236). “Cosmopolitanism does not signify being from nowhere
or everywhere at once” (p. 240). It is important that globalization movements from
below, that challenge the structures of power and injustice, be united for purposes of
effective resistance but not be subsumed into a larger group and lose their specific voice.
This “web form of global solidarity” (Kurasawa, 2004, p. 244) is simultaneously the
challenge and opportunity for critical cosmopolitans.
Kurasawa (2011) warns that cosmopolitan discourses have become ubiquitous
crossing philosophical borders of political, economic, social, and moral thought. This
widespread use as well as varying and sometimes contradictory interpretations of
cosmopolitanism threatens to dissolve the term and its moral urgency into insignificance.
The value for young students emerging into maturity in the 21st century is to understand
the intersectionality that exists, the reciprocity that is possible, and the multiple truths that
can be found with a cosmopolitan mindset. “Learning about others is not simply an act
of cosmopolitan open-mindedness, but an integral part of learning about and
understanding the reality of ourselves or even viewing ourselves as other” (Beck, 2011, p.
29).
Complementary frameworks
Cultural humility
Tervalon and Murray-García’s (1998) motivation to develop the concept of
cultural humility derived from their concern that the use of the cultural competence
standard implied that culture could be understood in a discrete, definable manner and that
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mastery could be assessed in a finite way using quantitative measurements. In the
context of their work evaluating multicultural medical education for physicians, Tervalon
and Murray-García found the concept of cultural competence as a benchmark of mastery
to be problematic, and thus ineffective, to achieve desired objectives of improving health
outcomes in a diverse, multicultural context. The patient-physician relationship is
essential to delivering effective health outcomes, and yet in social contexts of multidimensional diversity, this relationship can be influenced by cultural factors. Whenever
power imbalances exist, it is of greater imperative that cultural humility, rather than
cultural competence, be employed within the dynamic. Humility will engender selfknowledge. It is essential for one to relinquish the role of expert and instead become the
student who is open to hear, see, and learn new understandings of others’ cultural and
medical realities.
In contrast, Tervalon and Murray-García (1998) suggest that “cultural
competence… is best defined not by a discrete endpoint but as a commitment and active
engagement in a lifelong process that individuals enter into on an ongoing basis” (p. 118).
Introspection, which is at the heart of this culturally oriented developmental process,
must be characterized by honest, critical, realistic, and continual self-awareness, and
individuals are “ideally flexible and humble enough to let go of the false sense of security
that stereotyping brings” (p. 119). This reflective process to develop a deep
understanding, authentic sensitivity, and ongoing investigation of cultural complexity is
called cultural humility, and offers a robust process that can be applied to human
interactions far beyond the context of public health.
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Rajaram and Bockrath (2014) challenge the value of the concept of cultural
competence in that competence assumes an ability to define, to measure, and to master.
Given the growing racial and ethnic diversity both nationally and internationally, it is
imperative to have a “critical understanding of the underlying socio-political and
economic process of power, privilege, and institutional racism that create, support and
maintain existing… disparities” (pp. 82–83). Cultural competence must go beyond a thin
awareness of the other, and must include a process of gaining deep understanding and
empathy of the diversity of human experience. Cultural competence is too often reduced
to the recognition of superficial characteristics whereas the real challenge is to investigate
ethnic, racial, gender, cultural, and socioeconomic structures of injustice. White privilege
explicitly or implicitly understands White as the norm or culturally neutral position.
“Culture is something that belongs to the Other - other racial/ethnic groups” (p. 83).
Rajaram and Bockrath (2014) state that “cultural competence is traditionally treated as a
series of dos and don’ts, a checklist of cultural practices or a-typical behavior that needs
to be mastered by those outside the Other, yet in a position of structural power” (p. 83).
In this context, culture, and by extension, cultural competence is reduced to
oversimplification.
Cultural humility encourages one to consider a “more nuanced understanding of
culture” (Rajaram & Bockrath, 2014, p. 84). The development of cultural humility
refocuses self-reflection upon ones’ advantages as a member of the dominant group,
rather than on the disadvantages experienced by minority groups. In this manner
assumptions of power and privilege are confronted. Cultural humility represents a
continual engagement with self-critique and self-reflection as a lifelong learning process
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in order to confront unequal power relationships. Cultural humility is “in keeping with
critical race theory with and emphasis on level of race consciousness - an understanding
of the contemporary and historical process by which racism and inequalities result in
persistent… disparities” (p. 84). “Tervalon and Murray-García’s concept of cultural
humility advocates for self-reflection of one’s multidimensional and multiethnic
identities, backgrounds, and an examination of biases and patterns of intentional and
unintentional racism, classism, and homophobia in systems of privilege and oppression”
(p. 83). One must “endorse critical consciousness and reflection of one’s social location”
(p. 86) if one is to embrace the concept of cultural humility.
While the research of Kumaş-Tan, Beagan, Loppie, MacLeod, and Frank (2007)
focuses on cultural competence assessment instruments specifically targeted for the
medical profession, the themes and concerns raised can be applied to a broader issue with
cultural competence measures. The measures are “normed on predominantly white,
middle-class, highly educated populations” (p. 548). Similarly, a frequent use of cultural
competence self-rating techniques causes bias based on social-desirability effects. By
emphasizing the assessment and mastery of cultural competence, rather than the
development of a cultural humility mindset, Kumaş-Tan et al. (2007) identify the
problematic underlying assumptions found in many cultural competence instruments:
(1) “Culture is a matter of ethnicity and race” (p. 549), which omits culture in the
context of gender, social class, and sexual orientation groups.
(2) “Culture is possessed by the Other, the Other is/as the problem” (p. 551),
which omits the culture of the majority group. Overlooking that the dominant, typically
the white culture, ignores the identity and worldviews of the dominant group, which are
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most surely influenced by culture and racism, sexism, and elitism. Ethnocentrism and
racism are focused on the disadvantages of the Other, whereas the advantages that the
dominant group enjoys should be part of the analysis.
(3) “The problem of cultural incompetence lies in practitioners’ lack of familiarity
with the Other” (p. 552), implies that an awareness or familiarity will address the
concerns; however, this does not speak to the responsibility of the dominant group to
change assumptions, understandings, and actions as a result of this knowledge.
(4) Cultural competence measures assume that increased awareness and
familiarity are derived automatically from increased contact and communication. This
assumes far too much about the positive impact of contact and communication. Inverse
relationships between contact and sensitive, reflective, changed behavior can occur (p.
552).
(5) “Cultural competence is about being confident in oneself and comfortable
with others” (p. 554); however, this is not always the case. When one is overly confident
in their cultural competence, they may overlook important factors and act upon
stereotypes. An over confidence can be counter productive to having cultural humility.
The process of developing cultural humility is a lifelong process. The process
must begin with self examination of one’s beliefs, assumptions, cultural identities, and
privileges (Schuessler, Wilder, & Byrd, 2012; Tervalon & Murray-García, 1998; Yeager
& Bauer-Wu, 2013). Culturally rich and authentic learning of other’s cultural, racial,
ethnic, gender, or socioeconomic identities and life experiences then complements this
initial process of self-discovery. Cultural humility is a dynamic process because the
nature of cultural influences change depending on time, space, and context (Yeager &
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Bauer-Wu, 2013). The process of cultural humility can begin with classroom lessons; is
usually advanced through self-reflective practices like journaling and introspection; must
include experiential learning outside a classroom or other traditional learning space; but
must always begin with personal critical self-awareness (Yeager & Bauer-Wu, 2013).
Cultural immersion is often considered a valuable learning opportunity for students, and
the emphasis has been on the learning experiences of those travelling, those being
immersed in a different culture. However, when awareness of reciprocal learning is
emphasized, the experience facilitates relationship-building based on respect and trust
(Foster, 2009). Cultural humility is a lived application of critical theory. “Cultural
humility requires embracing the belief that one’s own culture is not the only or best
culture” (Schuessler et al., 2012, p. 96).
Transformative learning theory
What is meant when someone anecdotally refers to an experience as
transformative? The profound experience for adolescents to immerse themselves into a
new school community, a new living environment, and a new culture is often described
as transformative. Transformative learning theory, and especially the theory of Mezirow
(1978, 1997, 2000), was developed by analyzing the learning experiences that encourage
a broadening of one’s worldview and frame of reference. Mezirow (1997) developed
transformative learning theory in his research to explore adult learners and to explain the
experiences and processes of adult education. Despite the focus on adult learners,
transformative learning theory can be applied to any age group when describing the
learning that shifts, alters, and ultimately reorients a learner’s understanding of the world.
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According to Mezirow (1997), transformative learning develops a sense of
liberation because “thinking as an autonomous and responsible agent is essential for full
citizenship in democracy and for moral decision making in situations of rapid change”
(1997, p. 7). The adolescent student is at the developmental stage of maturing from
concrete to abstract thought and of developing his or her own, individual identity. Thus,
transformative learning, as defined by Mezirow, is a relevant and significant cognitive
process for adolescent youth.
Mezirow (1997) based his transformative learning theory on well-accepted
development theories that identify a foundation of skills that allow children to understand
relationships, logic and generalizations, personal emotions, empathy toward others,
imagination, and abstract thinking. He went on to claim that adolescents build upon these
skills by learning to think hypothetically, and becoming critically reflective. Mezirow
explains that the individual learning process develops cognitive, conative, and affective
habits of mind and points of view, which create one’s frame of reference. Transformative
learning essentially alters one’s predetermined, youthful, frame of reference.
Becoming critically reflective of the assumptions of others is fundamental to
effective collaborative problem posing and solving. Becoming critically
reflective of one’s own assumptions is the key to transforming one’s taken-forgranted frame of reference, an indispensible dimension of learning for adapting to
change. (Mezirow, 1997, p. 9)
Mezirow (1997) himself analyzed and refined his theory numerous times over
decades by analyzing, testing, and applying the principles of transformative learning
theory to a variety of learning contexts. Educational philosophers of the 1970s, Paulo
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Freire and Jürgen Habermas, were vitally important to Mezirow’s development of
transformative learning theory. Freire’s creation of and ongoing contribution to the field
of critical pedagogy were made at a time when Mezirow was originating his
transformative learning theory. Freire’s (2000) concept of conscientization and its
emphasis on developing a consciousness that has the power to transform reality resonated
with important aspects of Mezirow’s theory of transformative learning.
Similarly influential to Mezirow’s theory was Habermas’s theory about social
reform and the vital role of interpersonal communication to develop common
understandings (Kitchenham, 2008). Habermas based his theory on communicative
action stating that “the intersubjective relation that speaking and acting subjects take up
when they come to an understanding with one another about something” (Kitchenham,
2008, p. 108) is the significant process of making meaning of the world. Combined,
conscientization and communicative action are at the core of Mezirow’s transformative
learning theory. Transformative learning is characterized by experiencing a deep,
structural shift in basic premises of thought, feelings, and actions. It is a shift in
consciousness that dramatically and permanently alters one’s way of being in the world.
Students who have experienced transformative learning through their student
exchange immersions know the power of this experience, and educators with an
expansive mindset strive to create and contribute to opportunities for transformative
learning for our youth. Student exchange creates the opportunity for high school students
to question, challenge, broaden, and transform their frame of reference. Mezirow’s
(1997) transformative learning theory can offer insights into the cognitive and
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developmental changes that occur in response to a learning experiences, and thus it is an
important theoretical lens from which this research was analyzed.
Adolescence and Privilege
Adolescence is a time when important biological, cognitive, and social
characteristics are rapidly changing. According to Steinberg (2014), psychologists
designate adolescence as the developmental phase when for the first time youth have the
intellectual capacity to interpret their shifting and emerging sense of selves. Steinberg
describes identity development as complex and multifaceted, “better understood as a
series of interrelated developments - rather than one single development” (p. 255).
Steinberg explains that an adolescent’s sense of identity represents one’s sense of security
about the evolving process of who they are and who they are becoming. This period of
development represents a stage when youth are exploring their possible selves. Similarly,
youth are increasing their tendency toward future orientation, which includes awareness
of long-term consequences of their decisions and actions and encourages them to imagine
what their lives might be like in the coming years (Steinberg, 2014). This study’s
exploration of global citizen identity focused on one aspect of the students’ larger selfidentity.
Given the focal students in this study experienced a great deal of privilege, the
research findings apply to this specific student demographic and cannot accurately be
generalized to a broader student population. Thus, the concept of privilege is relevant to
this research study. Goodman (2001) explains that the colloquial use of the term
“privilege,” meaning special, is irrelevant because people of privilege typically see
themselves as normal. The relevant political meaning of the term “privilege” refers to
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the power that is ascribed to those who are in the dominant (normal) group. “The
dominant group becomes the point of reference against which other groups are judged. It
becomes normal. This standard of normalcy is also used to define what is good and
right” (p. 16). Privilege is normalizing one’s own way of thinking and being as if it is
universal. Unearned privilege derives from many characteristics, such as race, gender,
class, sexuality, nationality, age, religion, and ability. Many people can identify with at
least one of these characteristics, and current identity and inequality theory focuses on the
intersection of these characteristics (Crenshaw, 1991; Zambrana & Dill, 2009). As
Goodman (2001) explains in depth, the term “privileged” is complicated.
Goodman (2001) clarifies her own use of the expression people from privileged
groups by explaining that the term implies that there are people from non-privileged
groups. Privilege as a label is a socially constructed reference that indicates values,
experiences, unearned privileges, and social power that have become the dominant
norms; it does not “imply that there are any inherent qualities that make either group
deserving of their status” (p. 6). Goodman explains, “This ‘system of imbalance’
(Wellman, 1977) bestows on people from privileged groups greater access to power,
resources, and opportunities that are denied to others and usually gained at their expense”
(p. 20).
This unrecognized, unconscious invisibility is exactly the prominent characteristic
of privilege that McIntosh (1988) speaks about in her classic work White Privilege:
Unpacking The Invisible Backpack. The benefits of access, advantage, and security that
characterize unearned privilege derive from characteristics, such as race, ethnicity,
gender, class, sexuality, nationality, age, religion, ability, and socioeconomic status. The
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process of identity development is a complex psychological progression of interrelated
events that results from a dynamic intersection of these many characteristics.
Adolescents are in the process of identity development and typically have not fully come
to terms with the benefits and challenges ascribed to these individual characteristics,
much less the intersection of their own particular set of traits (Steinberg, 2014). As
adolescents, they are still very much a product of their immediate home, school, and
community environment; as emerging adults, adolescent youth are in the midst of
evolving their identities independent of their parents and community.
Education of the privileged (Goodman, 2001, 2010; Johnson, 2006; Kimmel &
Ferber, 2010; Michael, 2013), pedagogy for the privileged (Curry-Stevens, 2007), and
whiteness studies (DiAngelo, 2012; Moore, Penick-Parks, & Michael, 2015; Wise, 2011),
are relatively new initiatives in the field of race, ethnicity, equity, and social justice
education. In addition, diversity theory (Adams et al., 2000, 1997) and intersectionality
theory (Crenshaw, 1991; Zambrana & Dill, 2009) also offer inquiry and analysis relevant
to privileged groups. For example, Goodman (2010) promotes development of deliberate
practices of critical self-reflection by privileged groups, and Curry-Stevens (2007)
encourages teaching strategies that “seek to transform those with more advantages into
allies of those with fewer” (p. 35).
Some scholars may criticize these efforts for diverting attention to a group of
students who are already receiving disproportionate educational resources. Others,
however, feel that critical pedagogy directed toward privileged students can be a valuable
and necessary development to promote inclusive education for social change (Goodman,
2001). It was in this spirit that this study focused on a unique experiential opportunity
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offered to high school students attending an elite private high school. This study
intended to balance critical analysis with the hope and possibility that the adolescent
exchange students would begin the process of embracing a global citizen identity.
Education for Global Citizenship
Motivation
The motivation to develop the pedagogy and praxis for education for global
citizenship is not a recent response to 20th century globalization or technological
advances or the 21st century resurgence of religious fundamentalism, civil and terrorismfueled war, and massive human suffering. The concept of kosmou politês, kosmopolis in
Greek - cosmopolitanism - finds its roots in ancient Cynic and Stoic philosophy,
Enlightenment ideals, and contemporary paradigms. Appiah (2008) discusses the
importance of educating the community to be people for the global community because
our world is increasingly not a single polis - but a world of overlapping and
interconnected communities. Education must prepare people for life in their specific
local communities as well as life in the cosmos, in which we all are members.
Education - the intentional transmission of culture from one generation to the next
- is only a small part of socialization - the process by which our society shapes our
ideas, our habits, our practices. And we are prone to exaggerate the role, even in
education, of teaching, as opposed to the sort of learning that occurs when nothing
is deliberately being taught. (Appiah, 2008, p. 89)
Noddings (2005) introduces global citizenship by first explaining what it is not: it
is not equivalent to the rights and responsibilities of national citizenship; it is not the
economics of globalization; and it can only exist in the context of peace. Noddings
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(2008), who theorizes and writes extensively on caring education, defines global citizens
as people who care for their fellow humanity, in both the immediate acts of caring and in
the care for the future. This form of caring is best activated by promoting social,
economic, and political justice in both our immediate community and beyond our
national borders. Global citizens also care for the earth and its future, value social and
cultural diversity, and educate to promote peace. Education for global citizenship is the
multi-disciplinary approach to introduce these concepts into all academic disciplines and
venues of education (Noddings, 2005).
Appiah (2007, 2008) focuses on the power of imitation, experimentation, and
personal interaction in influencing young children’s behaviors and the importance of
shaping children’s hearts by creating environments and experiences based on equality,
respect, and empathy for fellow human beings.
We should be doing, as far as we can, what schools and colleges have
increasingly been doing: encouraging young people to go abroad and work and
study with young people in other nations, and inviting young people of other
nations to study here. Cross-national educational projects - whether pursued in
the virtual common space of the Internet or the literal common space of the
semester abroad - are absolutely crucial, if this is right, to a cosmopolitan
education - an education for the global age. And the good that it brings is a matter
of practical habit more than theoretical conviction. (Appiah, 2008, p. 92)
Accordingly, education for global citizenship, or cosmopolitanism, is not merely a
frivolous enrichment to one’s traditional education, but rather an essential component of
secondary school education. The interdisciplinary philosophies of global education,
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human rights education, peace education, multicultural education, and social justice
education have intersecting educational pedagogies and objectives. Each of these
approaches to education, especially youth education, offers slightly different lenses
through which students develop and hone their personal identity and their worldview,
which will inform the choices, priorities, and values of their adult lives. As such, each of
these pedagogies can be understood under the larger educational philosophy of education
for global citizenship.
Education for global citizenship can be traced back to antiquity when the Cynics
and Stoics were espousing the earliest expressions of cosmopolitan philosophy.
Education for global citizenship can be found in the teachings of Kant and other
Enlightenment philosophers. In the 20th century and now as we are well on our way into
the 21st century, education for global citizenship can be facilitated by a variety of
interdisciplinary pedagogies.

Figure 2. Peace Education is an interdisciplinary pedagogy,
which can be visually represented by the intersecting
circles of the contributing and complementary education
initiatives (Bajaj & Chiu, 2009, p. 444).
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Bajaj and Chiu (2009) present a organizing visual of the interdisciplinary nature
of Peace Education pedagogy including intersecting circles representing Human Rights
Education, Environmental Education, Conflict Resolution, Disarmament Education, and
Development Education (p. 441). This conceptual image of Peace Education could be
applied to any of the complementary pedagogies of education for global citizenship:
global education, human rights education, peace education, multicultural education, and
social justice education.
Banks (2004, 2006, 2007; Banks & Banks, 2009) a prominent scholar of
multicultural education advocates citizenship education that is transformed for 21st
century dynamics of “deepening racial, ethnic, cultural, language, and religious diversity
in nation-states throughout the world” (Banks, 2004, p. 298). Banks calls for education
that promotes the coexistence of both unity and diversity, much like Appiah’s (2007) call
for “universality plus difference” (p. 2379). “Unity without diversity results in cultural
repression and hegemony. Diversity without unity leads to Balkanization and the
fracturing of the nation-state” (Banks, 2004, p. 298). Banks (2004) continues his
argument that global education must include opportunities for students to understand
their own cultural communities as well as the cultural communities of our diverse world.
This intermingling of the traditional praxis of multicultural education with the
cosmopolitan characteristics of global education promotes what Banks calls “reflective
identifications with the world community” (p. 300).
Global education
Global education in U.S. classrooms is motivated to develop accurate, relevant,
historical and contemporary knowledge about the world beyond the United States’

52
borders and to promote a “receptive attitude about internationalism” (Thornton, 2005, p.
82). Global education often moves beyond the study of specific countries or regions of
the world, and instead includes a comparative approach. In this way the learning is
meant to offer a global perspective by appreciating that history, contemporary issues,
cultures, and values can be understood from multiple perspectives. Global education
typically integrates an interdisciplinary pedagogy drawing from the many social science
fields like history, political science, economics, and environmental sciences (National
Council for the Social Studies, n.d.).
Often the focus of global education is to challenge the experiences of historical
colonialism by revealing the injustices of exploitation; to expose the militarism of
imperial domination and nation-building and to promote peaceful relations; and to
confront the environmental destruction of the world’s natural resources as a result of
industrialization and capitalism. “Global education is a direct address to the world’s
diversity and to the challenges of global citizens achieving some baseline understanding
of the world in which we live” (Khoja-Moolji, 2014, p. 96). As such, global education
can foster solidarity with the peoples of the world by increasing awareness of global
challenges and shared interests. Global education that is rooted in both content
knowledge and multiple social science analysis skills contributes to our young students
gaining an understanding of our increasingly interconnected world.
Human rights education
According to Chapter 1, Article 1 of the United Nations Charter (1945, pp. 5–6),
the United Nations is dedicated to four primary purposes: to maintain peace and security;
develop friendly relations among nations; achieve international cooperation in solving
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international problems; and be a center for harmonizing the actions of nations. The
Preamble of the United Nations Charter, signed in 1945, foreshadows the creation of the
Universal Declaration of Human Rights: UDHR (1948) by stating that “We the peoples
of the United Nations determined … to reaffirm faith in fundamental human rights, in the
dignity and worth of the human person, in the equal rights of men and women and of
nations large and small” (1945, p. 3). In 1948, just three years after the final surrender of
World War II and the subsequent creation of the United Nations, the UDHR was signed.
The UDHR and the subsequent international human rights treaties focus on global
recognition and action to end the many forms of human rights violations.
In the nearly seven decades since this historic commitment to a universal
acceptance for, protection of, and commitment to universal human rights, no matter ones’
“race, color, sex, language, religion, political or other opinion, national or social origin,
property, birth, or other status” (Article 1 United Nations, 1948), the UDHR has
motivated more than 80 international human rights treaties that are designated as the core
body of human rights law, regional human rights treaties and commissions, national
human rights bills and constitutional provisions. All together, this constitutes a
comprehensive morally and legally binding system for the promotion and protection of
human rights. This body of law that began shortly after the end of WWII with the
unanimous acceptance of the UDHR is collectively known as international human rights
law, and is applicable to sovereign states that have signed the international treaties and
conventions.
Within the context of educating youth to have the knowledge, skills, and sense of
solidarity with the global community, human rights education is an important component
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in many social science, literature, and humanities curricula. Tibbitts (2008) summarizes
the introduction and development of human rights education by presenting the following
milestones. The United Nations Educational, Scientific, and Cultural Organization
(UNESCO) promoted human rights education as early as the late 1970s. Amnesty
International and other non-governmental organizations (NGOs) added human rights
education to their human rights advocacy campaigns. At the turn of the 21st century, the
Office of the High Commissioner for Human Rights made strong, deliberate efforts to
have human rights education recognized by the global community of nations.
In 2011, more than 60 years after the creation of the United Nations and the
signing of the UDHR, the U.N. Human Rights Council passed Resolution 16/1; and in the
following year, the U.N. General Assembly adopted Resolution 66/137: United Nations
Declaration on Human Rights Education and Training (United Nations General
Assembly, 2012). Developing well-educated youth with a global citizen mindset and
respect for human rights and fundamental freedoms is the primary objective of this
resolution, which “invites governments, agencies and organizations of the United Nations
system, and intergovernmental and non-governmental organizations to intensify their
efforts to disseminate the Declaration [UDHR] and to promote universal respect and
understanding thereof” (p. 1). This most recent U.N. Resolution formalizes the
development of human rights education programs, otherwise known as HRE (United
Nations General Assembly, 2012).
The primary principles of this UN resolution include the a commitment to
everyone’s right of education and to the promotion of human rights education by
expanding learning opportunities, honoring the importance and the right to education and
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the expansion of fundamental freedoms. The guiding principle that is most important to
human rights education pedagogy is the awareness of human rights as defined by the
UDHR and that the human rights rule of law are vitally important global concerns.
Katz and Spero (2015) highlight the effectiveness of using human rights law as “a
codified framework to link local struggles with global movements” (p. 21). Social justice
educators seeking to confront local injustices emphasize HRE for the purpose of
educating students to be armed with the knowledge and skills to create positive change in
their world. “The ultimate goal of HRE and social justice education is empowerment” (p.
21). Similarly, Bajaj (2011) claims that the strength of HRE lies in the different
approaches, including global citizenship, coexistence, and transformative action. Bajaj
summarizes that most literature on HRE prioritizes “cognitive (content), attitudinal or
emotive (values/skills), and action-oriented components” (p. 483). This blend of skills
and learning outcomes is consistent with the several other interdisciplinary pedagogies
that educate for global citizenship. Cosmopolitanism “seeks to cultivate vibrant global
citizenship” as well as “interdependence, global knowledge, and a commitment to
counter injustice” (p. 490).
The personal character development of the global citizen that is an outcome of
human rights education is particularly relevant to the learning outcomes made possible
from students’ international immersion experiences as exchange students. According to
Tibbitts (2002), “human rights learning is necessarily focused on the individual - the
knowledge, values and skills that pertain to application of the human rights value system
in interpersonal relationships with family and community members” (p. 161). These
skills and learning experiences are essential characteristics of human rights education.
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The United Nations, as a global collective, has committed the UN institution and its
resources to promote human rights education as significant pedagogy and praxis within
school-age education and adult lifelong learning. If the world’s challenges are to be
overcome, especially those that are created by human intolerance and exploitation,
human rights education and global citizenship will surely play an important role.
Peace education
Noddings (2005, 2008) insists that peace education must be grounded in crosscultural dialogue, especially with peoples with whom we are most different or with
peoples with whom we are at greatest risk of conflict. Noddings (2008) cites
evolutionary theory that claims that acts of care, kindness, and altruism are most typically
found within humanity’s inner circles of relationship. The goal of peace education is for
educators to promote the development of relationship bonds beyond students’ typical
boundaries. The wider and the more diverse these bonds become, then the greater the
chance that care, kindness, and altruism can prevent conflict and confront violence.
“Through continuous dialogue, common projects, and chains of connection, we expand
the circles of caring” (Noddings, 2008, p. 3).
Peace education finds its historical roots in Johan Galtung’s (1969) work,
Violence, Peace and Peace Research, which differentiates between positive and negative
peace (Bajaj & Chiu, 2009). Allowing for the diversity of pedagogy to teach about both
sides of peace, nonetheless, there exists a “unifying concept that peace education seeks to
achieve human rights for all by transforming students into agents of change for greater
equity and social justice” (Bajaj & Chiu, 2009, p. 443). Reardon (1988) further develops
the differentiation of positive and negative peace by highlighting that educating for
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positive peace focuses on promoting systems of justice, equitable relations, and the
elimination of poverty; while educating about negative peace focuses on war, violent
conflict and the nuclear arms race. Bajaj and Chiu (2009) offer a clear overview of peace
education based on “inquiry, critical thinking, and dialogue toward greater equity and
social justice” (p. 441).
Peace education shares “educational policy, planning, pedagogy, and practice that
develops awareness, skills, and values toward peace” (Bajaj & Chiu, 2009, p. 442) with
several “co-disciplines” like human rights, environmental, conflict, disarmament,
development education. Peace education typically follows a conceptual framework of the
interdisciplinary education pedagogy that has common goals and “sees learning as a
collective and experiential process aimed at empowering and creating agents of change”
(Bajaj & Chiu, 2009, p. 446). Peace education seeks to exemplify the peaceful relations
we hope to achieve in the larger society by also modeling a caring, thoughtful, and
meaningful learning environment and working relationship between the students and the
classroom instructor (Noddings, 2008; Reardon, 1988). The pedagogy of peace
education integrates content, self-awareness, and dialogue with a sense of hopeful change
that is possible in our world.
Multicultural education
Banks (2004, 2006, 2007; Banks & Banks, 2009) defines multiculturalism as an
attitude that educational equity is essential for all students; that educational reform is
urgently needed to ensure that all students have an equal chance for success; and that a
systems, values, and resources be put in place to strive for the goals of equity and
eliminating discrimination. The concept of multicultural education derives from the fact
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that U.S. society is diverse and complex, and that education should reflect and celebrate
this diversity. Multicultural education might include race, ethnic, and diversity, and
studies; analysis of structures of socioeconomic and political power; privilege and
whiteness studies; gender and sexual identity studies, and intersectionality inquiry that
focuses on the intersection of these diverse characteristics.
Multicultural education is also motivated to eliminate the historical structures of
injustice in U.S. education that have caused inequity and vast discrepancies in
educational access and achievement. Thus, education experiences that are coupled with
the values of multicultural education should be experienced as personally expansive for
all students and ideally reciprocal by benefitting all involved in the experience. This
broadening of one’s worldview based on authentic respect for human diversity in all its
forms is the hallmark of well-designed multicultural education.
A characteristic of high quality multicultural curriculum and pedagogy is critical
thinking. Cipolle (2010) draws upon Stephen Brookfield’s definition of critical, which
insists that for something to be critical - whether in critical learning, critical analysis,
critical reflection, or critical pedagogy - individuals must examine power relations
inherent in the situation or context; question the underlying assumptions on race, gender,
and class; and understand its connection to the dominant ideology. Employing this
definition of the term critical into the design of learning experiences will undoubtedly
enrich the multicultural classroom. A multi-component approach to the development of
critical consciousness often consists of
•

developing a deeper awareness of self;

•

developing a deeper awareness and broader perspective of others;
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•

developing a deeper awareness and broader perspective of social issues; and

•

seeing one’s potential to make change (Cipolle, 2010, p. 7).

The multicultural process of developing critical consciousness is first inward - to
understand yourself, your biases, your assumptions, your deficiencies of information, and
your prior experiences. This reflective process is a decentering process that results in
new understandings and perspectives. Building on this interior reflection, the student
then explores the perspectives and lived experiences of others and of the larger social
structures and institutions. Only after this reflective and developmental process has
occurred can a student begin to understand their capacity to engage in the broader, deeper
social issues. This reflective process is what leads a student to act in a fully engaged
manner consistent with social justice and multiculturalism. From this perspective a
student can envision their power to make authentic change in society.
Keating (2007) analyzes the pedagogy of transformative teaching-teaching about
the other. The “other” is relevant to the experience of immersing ourselves amongst
other peoples and other cultures. Keating concludes that one does not have to be a
member, or self-identify, or have first-hand experience with a group to be able to teach
the issues of that group. In other words, if one is committed to multicultural education, it
is imperative not to be limited to topics based on personal human experiences. Keating
bases her argument on the premise that a thoughtful teacher can effectively teach outside
of their identity characteristics. A White person can teach about Black issues; a man can
teach about women’s issues, a straight person can teach about gay/lesbian issues. “This
belief, although often motivated by the desire not to appropriate or misrepresent the
experiences of others, relies on a simplistic form of identity politics that prevents us from
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acknowledging the complex interconnections among apparently dissimilar peoples”
(Keating, 2007, p. 104).
Multicultural education embraces challenging the dominant narrative, questioning
assumptions, and is oppositional by nature. Multicultural education is not color-blind,
gender-blind, etc.; educators with a multicultural lens see the differences and articulate
the related insights, experiences, and challenges as a way to create a more authentic
awareness of reality.
Catholic social justice education
The Vatican II transformations of the Roman Catholic Church of the early 1960s
inspired a renewed focus on social justice. These have become more commonly known
as Catholic social teachings. The Catholic social teaching doctrine is more than 100
years in the making. Rerum Novarum, “The Condition of the Labor,” written by Pope
Leo XIII and published in 1891 is credited as the first of the major documents of modern
Catholic social teaching doctrine, and this body of work has continued with 11 more
papal encyclicals dating from 1931 to 1991 (Massaro, 2000a, pp. 78–79). Catholic social
teachings can be condensed into nine major themes:
•

the dignity of every person and human rights;

•

solidarity, common good and participation;

•

family life;

•

subsidiary and the proper role of government;

•

property ownership in modern society: rights and responsibilities;

•

the dignity of work, rights of workers, and support for labor unions;

•

colonialism and economic development;
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•

peace and disarmament; and

•

option for the poor and vulnerable (Massaro, 2000b).

Social can be defined as having to do with the organization and experiences of
human society. Justice can be defined as having the quality of fairness, equity,
impartiality, and truth. Social justice focuses on social class inequities; putting the needs
of the poor and vulnerable first; transforming the role of the economy to better serve the
needs of the people; emphasizing the right of all people to be treated with dignity and to
engage in productive work with decent and fair wages and to organize and join unions.
Social justice, in this Catholic perspective, requires community participation, solidarity
with other humans, and care for the earth (Cuban & Anderson, 2007, p. 45).
Catholic social teachings provide for a wide, robust scope of personal learning,
engagement in the larger global society, and community action. They address awareness
and action focused on the root causes of many of our local, national and global problems,
and provide a spiritual overlay for analyzing contemporary issues. Catholic social
teachings complement the core fundamentals of global, human rights, peace, and
multicultural education, which in turn complement the essential characteristics and
outcomes of transformative learning and education for global citizenship.
U.S. exceptionalism: Historical roots of U.S. privilege
International human rights law has a long legacy that dates back to the 19th
century. Since World War II, when the United States emerged as the leader of the “free”
world, the U.S. has been instrumental in promoting diplomacy, peace, human rights,
international law, and the international structures to support these goals. Much of
international human rights law is consistent with the United States Constitution,
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especially the U.S. Bill of Rights, and many U.S. federal laws. However, despite this - or
possibly because of this - the United States has only ratified three of the nine primary
international conventions that make up the core of human rights law. The U.S. ratified
the International Covenant on Civil and Political Rights in 1992, which was 15 years
after the U.S. representative originally signed the covenant. The U.S. ratified the
International Convention on the Elimination of All Forms of Racial Discrimination in
1994, which was twenty-eight years after the U.S. representative originally signed the
convention. And finally, the U.S. ratified the Convention against Torture and Other
Cruel, Inhuman or Degrading Treatment or Punishment in 1994, which was six years
after the U.S. representative originally signed the convention. This reluctance and refusal
to ratify human rights treaties consistent with both U.S. federal law and U.S. public
opinion is often referred to as U.S. exceptionalism. While the roots and rationale of U.S.
exceptionalism are complex, certainly the U.S.’s post-World War II rise to military and
economic super-power status contribute to the U.S. ethos of privilege.
U.S. exceptionalism is rooted in the sense of hegemony in the world, which
perpetuates the notion that only other countries violate human rights, require the
oversight of human rights law, and should answer to the international jurisdiction of
enforcement. U.S. refusal to sign international human rights treaties is consistent with
the U.S. denial of human rights violations within the U.S. borders. U.S. exceptionalism
is contrary to global citizen mindset. The words that Charles Yost, former U.S.
Ambassador to the United Nations, spoke in 1979 capture the essence of what U.S.
citizens should be concerned about with respect to international human rights and U.S.
exceptionalism:
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Our refusal to join in the international implementation of the principles we so
loudly and frequently proclaim cannot help but give the impression that we do not
practice what we preach. . . . [W]e seriously undermine our own case when we
resist joining in the international endeavor to enforce these rights, which we
ourselves had so much to do with launching. (Juaristi, 2012, p. 19)
What does it mean to be a student from the United States going on a student
exchange immersion to another country? How does the lens through which U.S. society
interprets and perceives the global community affect the U.S. student’s experience?
Exceptionalism in the U.S. society is manifest in the individual privilege that most people
from the U.S. carry with them as they travel throughout the world. Just as McIntosh’s
(1988) backpack was filled with privileges of access and advantage of being White in
U.S. society, so too do the majority of White, economically advantaged, or highly
educated U.S. travelers carry a backpack of privilege when they travel internationally.
The ability to speak English and to find people from around the world who are able and
willing to communicate in English with a traveler who does not speak the local language
is an obvious privilege. The ability to freely travel in and out of most countries at will is
another privilege that many U.S. travelers enjoy, although this privilege is certainly
shaped by factors like race, religion, and sexual orientation.
The carefree spirit that comes with having access to U.S. government embassies
in most countries and U.S. consulate offices in many major international cities and
having access to easily accepted and traded U.S. currency support the feelings of safety
and security. The prevalent and oftentimes off-putting confidence that is associated with
U.S. travelers is surely carried within this invisible backpack of privilege. All these
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factors that contribute to American privilege should be considered when a student
prepares for exchange experiences abroad. It is within this position of privilege that the
development of cultural humility will be of vital importance for the emerging global
citizen. The introspective, reflective process of understanding where one stands and the
decentering of one’s assumptions and expectations will promote the greatest learning
opportunity for a student entering into another’s culture.
According to the Committee for Economic Development (2006), U.S. students
historically gain their primary first-hand knowledge of non-U.S. cultures during their
university study abroad experiences. These study abroad opportunities are thought to
broaden students’ worldview and often influence career choices (Committee for
Economic Development, Research and Policy Committee, 2006). Yet the opposite can
also occur, and privilege can entrench stereotypes and prejudices. It is essential that
program administers of international immersion experiences are cognizant of U.S. student
privilege when designing international study programs. This is especially true of high
school programs supporting younger students who may not yet have developed cultural
humility understandings and motivations.
U.S. exceptionalism can be counterbalanced by education for global citizenship,
namely elevating global, human rights, peace, multicultural, and/or social justice
education within our primary and secondary education systems. With a stronger
commitment to global awareness and cultural humility; rule-of-law and responsibility of
universal human rights; education of responsibilities to promote peace and challenges to
maintain peace; enriched multicultural literacy; and promotion of systems of justice and
equity through transformative learning, the U.S. education system can educate its youth
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to be citizens for the betterment of the world. Individuals become less ethnocentric and
more globally minded with a broader view of the world, which can lead to a powerful
outcome and benefit of student-to-student exchange opportunities.
Teaching for global citizenship, in all its many forms, is essential for U.S. youth.
It is through thoughtful, critical, and relevant global, human rights, peace, multicultural,
and social justice education that our youth and our society will understand the vital
importance of developing global awareness within the U.S. society and active and
authentic participation in the international human rights movement.
Experiential Learning
Learning empathy
Dolby (2012) presents an analysis of how to distinguish between sympathy and
empathy, and more importantly how to promote, cultivate, teach empathy. Dolby writes
from the perspective of teacher education, specifically multicultural education for preservice teachers. Dolby bases her analysis on the premise that most people have
sympathy for others, that most show sympathy or empathy toward those close to them,
and that developing empathy is important. Dolby uses an example from Howard Zinn,
the acclaimed critical historian: “this is exactly what empathy requires. To walk beside
others and to share in their struggle” (p. 88).
Sympathy and empathy are universal human traits, but empathy is more
challenging to experience with authenticity. Dolby (2012) sites numerous studies that
focus on one’s ability or inability to feel sincere empathy for others and concludes that
our sense of connectedness and relationship is the most significant factor to experience
empathy. Overlaying the lens of power and privilege, which causes disconnection from
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others, diminishes one’s ability to feel empathy. When teaching with a multicultural lens,
it is important to understand where students are, what strengths, as well as deficits, they
have in their historical, experiential knowledge base, so that we as educators, can work
with what the have in order to move them toward empathy. Dolby uses many examples
from the classroom, students comments, and teacher journals to highlight empathy, or
lack of it. Dolby’s research claims that “empathy has declined by 40%” (p. 96) from
1972-2009. Much like Noddings’ (2008) conclusions, Dolby (2012) observes that
sympathy and empathy are typically expressed to our closest relationships or immediate
community.
“Merryfield’s (2000) conclusion that for white people, living and/or travelling
abroad was the most important factor in their support of multicultural and global
perspectives” (p. 101). Thus international learning experiences are most significant if
personal learning and interpersonal relationships are fostered, for this is what will
decrease the felt distance and increase authentic empathy (Dolby, 2012). Empathy is a
component of human rights awareness, global citizenship, and social justice, thus
understanding empathy is important to education for global citizenship. A Princeton
University student who writes about study abroad has an important warning for educators
seeking profound learning from international experiences: “Study abroad is little more
than a long vacation if students have failed to learn the power of empathy” (Dolby, 2012,
p. 103).
Promoting international learning experiences
In addition to the curriculum and praxis of classroom-based education for global
citizenship, experiential learning is an important component to consider. NAFSA:
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Association of International Educators is a professional association dedicated to the
promotion of exchange between students and scholars to and from the United States, and
in this capacity offers professional development, a forum for the exchange of information
and policy positions, and support and standards for best practices for international
education. Hovland (2010), in a policy study supported by NAFSA, assesses initiatives
to integrate liberal education with an expanded global education in the form of study
abroad and other international immersion experiences at the university level.
Greater awareness of our interconnected, interdependent, and unequal human
existence motivates some post-secondary educators to expand their focus to be more
global. Hovland (2010) suggests that increasing learning experiences for global
citizenship should (1) be clearly and intentionally coordinated with broader student
learning outcomes; (2) include inquiry into interdependence, power, and privilege; (3)
promote the integration of knowledge, skills, personal and social responsibility; and (4)
integrate both classroom and experiential learning opportunities of increasing complexity
across the student’s academic program (p. 3).
At the college and university level, study abroad is thought of as the “default” and
“high impact” experience for global learning, but Hovland (2010) encourages educators
to consider experiential learning as a dynamic feature of both curricular and co-curricular
transformation. There are certainly increased opportunities for college students to engage
in study abroad, international service-learning, international research, and co-mingled
opportunities including these varying experiences.
Another NAFSA policy report, Leading Comprehensive Internationalization:
Strategy and Tactics for Action defines comprehensive internationalization as “a
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commitment, confirmed through action, to integrate international, global, and
comparative perspectives throughout the teaching, research, and service missions of
higher education” (Hudzick & McCarthy, 2012, p. 2). The report acknowledges that
higher education has included international learning opportunities for decades; however,
these opportunities are typically limited to a subset of the students in the form of study
abroad, language immersions, or specific international research. NAFSA’s
comprehensive internationalization initiative represents a paradigm shift to expand and
deepen learning experiences in such a way that values, culture, and even the ethos of
higher education is transformed. The bold strategic nature of NAFSA’s initiative
incorporates multiple paths and multiple stakeholders. Essential within this policy is the
integration of international student and faculty exchange, research across borders,
reciprocal service immersions, and a deeper intellectual and experiential awareness of the
global interdependence of humanity. While NAFSA is focused on higher education,
surely the values in internationalization will flow to secondary education as well.
Evaluating international learning experiences
Donnelly-Smith (2009) pointed out the phenomenon that college level study
abroad, including full quarter/semester long experiences, has shifted to short-term, eight
weeks maximum, study abroad experiences. Data indicates that short-term study abroad
has increased from 3.3% in 1996/97 to 55.4% in 2006/07 (Donnelly-Smith, 2009, p. 12).
Despite this data, research is lacking for what this means for the impact of the college
level immersion experience. Discourse on short-term study aboard is mixed. Some
claim that summer or other short-term experiences promote superficial, academically
thin, “vacation-y” experiences, and other study abroad purists feel that a month or two is
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insufficient time for deep learning to occur (Donnelly-Smith, 2009; Tarrant et al., 2014).
Others argue that short-term immersion experiences that are closely tied to specific
coursework, faculty-led, highly structured, or part of a larger learning program can create
significant learning outcomes. In addition, the proliferation of short-term immersion
experiences often appeals to students without prior international travel experience or
those who have limited time because of their program major.
Further, having access lower-cost experiences translates to a larger number of
students being able to afford and take advantage of this form of global learning
(Donnelly-Smith, 2009; Tarrant et al., 2014). Donnelly-Smith reminds the reader that
these understandings of short-term study abroad are anecdotal, and not based on serious
empirical research. In contrast, Tarrant, Rubin, and Stoner (2014) reference GLOSSARI,
Global Citizenship Scale, and University of Minnesota’s Study Abroad for Global
Engagement project offering some empirical research data validating the value and
positive outcomes of short-term study abroad. “Short-term programs may be viewed as
crucial for achieving broad and more egalitarian access to study abroad for U.S.
undergraduates” (Tarrant et al., 2014, p. 142).
The lack of empirical data on learning outcomes as a result of study abroad at the
college level is commonly noted (Donnelly-Smith, 2009; Sutton & Rubin, 2004; Tarrant
et al., 2014). The challenge for this form of analysis is to apply experimental designs to
learning outcomes in the context of value added learning that resulted from international
immersion as compared with traditional campus-based learning. Sutton and Rubin
(2004) portray typical measures of effectiveness to be inputs like student SAT scores,
faculty credentials, library resources, and outputs like graduation rates, numbers of course
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and major offerings, and job placements. This data is certainly related to student learning
and university effectiveness; however, it is not specific to student learning. Outcomes of
higher education that are typically most valued are critical thinking, problem solving, oral
communication, and ability to read and write with mastery. These are the very outcomes
that are most elusive of measurement. To complicate matters, determining if learning
abroad offered increased value as compared with learning at one’s home campus
comingles learning outcomes with learning environment (Sutton & Rubin, 2004).
GLOSSARI: The Georgia Learning Outcomes of Students Studying Abroad
Research Initiative is an enormous, comprehensive, and unique research effort to
document learning outcomes for students from the University System of Georgia (thirtyfour public institutions, enrolling nearly 210,000 undergraduate and 38,000 graduate and
professional students), which has a system-wide international education office (Sutton &
Rubin, 2004). GLOSSARI studied seven learning outcomes: functional knowledge,
knowledge of global interdependence, knowledge of cultural relativism, verbal acumen,
knowledge of world geography, interpersonal accommodation, and cultural sensitivity,
and has six components:
The initial conclusions of the GLOSSARI analysis indicate that the study abroad
experience had a strong positive impact on four of the seven learning outcomes. Sutton
and Rubin (2004) summarize a major value of GLOSSARI as the development and
advancement of the empirical research instruments and analysis that can study the impact
of study abroad. In addition, the findings validate to universities, students, and parents
that study abroad resources produce worthy results. Lastly, the positive impact on
learning outcomes can be valuable information to encourage and motivate reluctant
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students of the value of study abroad. “To those by nature more resistant to studying
abroad - perhaps the most at-risk population our profession should be aggressively
cultivating - GLOSSARI seeks to offer tangible proof of return on the investments of
time, money, and energy required” (Sutton & Rubin, 2004, pp. 76–77).
Tarrant et al. (2014) developed an interesting empirical study testing their
hypothesis that course location interacts with course subject matter in a powerful
dynamic that will most significantly impact students’ global citizenship identity. The
intervention was an environmental sustainability course taught in the field in Australia as
compared with the same course being taught at the home campus. The study concluded
that international immersion alone was not the strongest indicator of global citizenship
growth; instead what was more significant was the interaction of the specific course
being taught in the field. The authors interpreted these results to indicate that the
immersion experience was “sufficiently disequilibrating to open students to profound
learning” (Tarrant et al., 2014, p. 153). What is not clear is what was more
transformative - the impact of the international experience or the focused field
experience. Nonetheless, the learning experience certainly had a more profound effect on
global citizenship identity that the traditional sustainability course taught in a college
classroom.
Concepts of Intercultural Development
Increasingly more elementary and secondary schools and universities are
amending their mission statements, and thus their programming, to include educational
goals to foster international goodwill, develop critical understanding, and encourage
actively engaged students for the betterment of our global world (Hammer, 2012).
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President Bush highlighted at the national level education’s role in building international
goodwill, “The relationships that are formed between individuals from different
countries, as part of international education programs and exchanges, can also foster
goodwill that develops into vibrant, mutually beneficial partnerships among nations”
(Bush, 2001). More recently, President Obama appealed to our universal humanity to
encourage citizens to build relationships for the purpose of greater global understanding,
“Simple exchanges can break down walls between us, for when people come together and
speak to one another and share a common experience, then their common humanity is
revealed” (Obama, 2009).
One pathway to achieve these goals is the development of intercultural sensitivity
and competence. These are not uncontested concepts. However, for those who embrace
the concept of intercultural development, the challenge is how to define, assess, and
educate for intercultural awareness.
Intercultural sensitivity
The Developmental Model of Intercultural Sensitivity (DMIS) provides a
theoretical model for understanding how individuals interpret and respond to cultural
differences (M. J. Bennett, 1986; Hammer, 2012; Hammer, Bennett, & Wiseman, 2003).
Bennett (1986) developed the DMIS using a grounded theory approach that identifies and
defines discrete developmental steps through which individuals and groups move in their
intercultural sensitivity and competence. The model is based on the theory that “as one’s
experience of cultural difference becomes more complex and sophisticated, one’s
potential competence in intercultural relations increases” (Hammer et al., 2003, p. 423).
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Hammer, Bennett, and Wiseman (2003) list the six developmental stages as: denial,
defense/reversal, minimization, acceptance, adaptation, and integration (p. 424).
The DMIS represents a significant theoretical advance from prior efforts that were
based on a collection of traits that represented hypothesized cultural competence (Paige,
Jacobs-Cassuto, Yershova, & DeJaeghere, 2003). Using the DMIS and its six
developmental stages as theoretical foundation, the Intercultural Development Inventory
(IDI) was developed. The first IDI was a 60-item scale assessing six stages. As a result
of psychometric testing and reevaluation, the IDI has since been modified into a 50-item
scale that attempts to determine where an individual or group falls within the continuum
of five developmental stages: denial, polarization, minimization, acceptance, and
adaptation (Hammer, 2012). Each stage is understood to represent discrete worldviews
of cultural difference. The first two stages indicate a “monocultural mindset” while the
last two stages indicate an “intercultural mindset”; and there is a considerable paradigm
barrier moving from mono to intercultural (Hammer, 2012; Hammer et al., 2003; Paige et
al., 2003).
Paige, Jacobs-Cassuto, Yershova, and DeJaeghere (2003) were motivated to
evaluate the IDI because of the unique claim to measure developmental stages rather than
simply identifying cultural awareness characteristics, which was the typical approach to
intercultural awareness research. The IDI was administered to 378 high school students,
college students, and teachers. Upon completion of thorough evaluation including factor
analysis, reliability and validity testing, and social desirability testing, Paige et al.
determined that the IDI is a reliable measure of the developmental model of intercultural
sensitivity (Paige et al., 2003). Additional research efforts have been made to test the
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validity and reliability of the IDI to map the intercultural development according to the
DMIS model (Hammer, 2011; Satish Kumar & Kamalanabhan, 2014).
Intercultural sensitivity is understood as the ability to witness, interpret,
experience, and eventually engage authentically with intercultural differences. Several
studies have used the IDI to assess students’ and professionals’ stage within the
developmental process (Anderson, Lawton, Rexeisen, & Hubbard, 2006; Greenholtz,
2000; Uribe, LeLoup, & Haverluk, 2014; Vande Berg, 2009). Anderson, Lawton,
Rexeisen, and Hubbard (2006) and his colleagues used the IDI to study of the impact of a
short-term, four-week, faculty-led study abroad program to assess change in the students’
intercultural sensitivity. The researchers posed five research questions that were framed
on the five developmental stages indicated by the DMIS. The findings confirm that study
abroad, even a short-term sojourn, does encourage intercultural sensitivity as represented
by the DMIS model. Moving from one stage to the next stage, typically in the reversal
and acceptance stages, participants made growth. The authors hypothesize that
expansion of international intercultural sensitivity will translate to greater intercultural
sensitivity of differing cultures within the students’ college campus. As a result, the
authors conclude that “at a time when most countries in the world are experiencing
increasing cultural diversity… it is imperative that our schools prepare students to deal
effectively with people having cultural orientations that differ from their own” (Anderson
et al., 2006, p. 467)
The theoretical model of DMIS and the IDI scale are tools to explore the
developmental process of cultural sensitivity. A four-year study by Vande Berg (2009)
was used to assess university students’ development as a result of a variety of
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international immersion programs. The primary goal of the study was to determine if
program structure affected the extent of the students’ intercultural sensitivity growth.
Some students had no pre-trip preparation or post-trip reflection experiences, while other
students had pre, during, and post trip structured learning experiences. Based on the IDI
measurements, the study findings confirm that structured interventions to promote
learning outcomes do, in fact, cause the students to develop further in their intercultural
sensitivity. For example, “the presence or absence of a cultural mentor who meets
frequently with students may be the single most important intervention that on can make
in student intercultural learning abroad” (Vande Berg, 2009, p. S21). In this particular
use of the IDI, both the students and the program were evaluated, which makes the
research particularly effective.
Cultural competence
Intercultural competence is a complex concept, and certainly a concept that
prompts animated discourse. Tervalon and Murray-García (1998) found the concept to
be problematic for their needs in the context of public health and thus developed the
concept of cultural humility. Nevertheless, Deardorff (Berardo & Deardorff, 2012; 2004,
2006, 2009) is prolific in her efforts to define and interpret cultural competence. The
process whereby she works with experts, both scholars and administrators, offers
invaluable analysis and insights into the complex concept of cultural competence. She
goes beyond the definition and addresses issues of assessment, which is highly relevant to
educators who are interested in assessing the impact of international immersion
experiences. Deardorff offers important conclusions, specifically addresses needs for
future research, and alerts the readers to points of controversy or disagreement.
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Deardorff (2006) claims that international scholars and/or higher education
administrators have not reached consensus on the definition or assessment of cultural
competence. She uses a theoretical program logic model approach to develop a definition
of cultural competence that can be later evaluated, tested, and operationalized. A
rigorous, three-step Delphi process involving higher education administrators and
internationally recognized scholars was used to accept or reject definitions, components,
and assessment methods for cultural competence. The resulting definition of cultural
competence that was most widely accepted was: “Knowledge of others; knowledge of
self; skills to interpret and relate; skills to discover and/or to interact; valuing others'
values, beliefs, and behaviors; and relativizing one's self. Linguistic competence plays a
key role” (Deardorff, 2006, p. 247).
In addition, Deardorff (2006) found that the most common components of the
concept were awareness, valuing, and understanding of cultural differences; experiencing
other cultures; and self-awareness of one's own culture” (Deardorff, 2006, p. 247). While
the term cultural competence is ubiquitous in the literature of international and global
education, the definition is still not clearly defined across disciplines. However,
Deardorff (2006) found unanimous agreement amongst the intercultural scholars who
participated in her theoretical program logic model that “the understanding of others'
world views” (p. 248) was an essential element of cultural competence.
Another approach to assessing and measuring cultural competence is to evaluate
the survey instruments and scales that are available. Matsumoto and Hwang (2013)
analyzed numerous tests and instruments that have been developed to measure crosscultural competence, but no study has evaluated them for reliability and validity. The
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authors reviewed tests that (1) attempted to predict adjustment or adaptation to new
cultural environments; (2) test was designed for multiple uses; (3) test were designed for
culture-general approach; and (4) tests were published in peer-reviewed journals in
English. The analysis was based on the premise that reliability and validity are
appropriate measures to evaluate cross-cultural competence instruments. The authors
assumed that cross-cultural competence can be measured. The authors claim that an
evaluation of cross-cultural competence tests has not been published in academic
journals.
Matsumoto and Hwang (2013) base the analysis on the concept that cross-cultural
competence is demonstrated through adaption and adjustment outcomes, and the concept
should be applicable in multiple cultures. In addition, knowledge, skills, abilities and
other factors are essential components of cross-cultural competence. The research study
was grounded in the literature within the realm of cross-cultural competence and the
accepted test evaluation procedures relating to reliability and validity. The authors
reviewed 10 tests and gave very specific statistical evaluations with respect to item and
test development, reliability, and validity. The researchers claim that “the suitability of
any test is relative to the specific domain of 3C that it was intended to predict and the
KSAOs [knowledge, skills, abilities, and other factors] that were theoretically
hypothesized or empirically demonstrated to underlie the test” (Matsumoto & Hwang,
2013, pp. 867–868). Ultimately, one conclusion identifies the value and need for
qualitative research to be used to complement the quantitative methods. “One type of
methodology that has been sorely missing in this literature and that may aid in the search
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for the active ingredients of 3C is that of qualitative research” (Matsumoto & Hwang,
2013, p. 868).
The study’s analysis is important for practitioners who might want to use one of
the evaluated cross-cultural competence instruments. The authors’ conclusions raise the
value of a mixed-methods research approach and specifically the value of qualitative
research methods for purposes of assessing cultural competence: “the incorporation of
qualitative methodologies may add important flavor to the development of 3C tests that
may complement the existing literature in important ways” (Matsumoto & Hwang, 2013,
p. 868).
Summary
This review of literature expands upon both the theoretical foundations and the
pedagogical approaches focused upon education for global citizenship. Cosmopolitanism
as a philosophy has evolved from antiquity to contemporary understanding in a circuitous
and not uncontested fashion. Negative and positive cosmopolitanism; political,
economic, and moral cosmopolitanism; and the most recent variant critical
cosmopolitanism are interpretations connected by the central concept that there is
inherent dignity in the human person. The scholarship reviewed for this study focuses
primarily on moral cosmopolitanism. The collective works articulate that recognition of
human dignity creates a profound connection among humanity, and thus cosmopolitans
feel a universal sense of connection, belonging, and responsibility.
The research studies on cultural humility challenge the definition and
measurement of cultural competence. Instead, the concept of cultural humility
encourages an ongoing, reflective lifelong process of being open to learn about and
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understand other’s cultural realities. Power imbalances derived from white privilege,
socioeconomic inequity, and other dominant norms such as gender, education, or ability
are critically examined such that authentic lived experiences are given prominence to
inform our understanding of our multicultural society. The theoretical writings focus on
cultural humility as a lifelong process of questioning, awareness, and self-examination.
The theoretical writings on transformative learning is rooted in the original
theories of Mezirow (1997), who was inspired by Habermas (Young, 1990) and Freire
(2000). Transformative learning promotes cognitive and/or affective experiences that
challenge and broaden habits of mind that are developed in youth. Through critical
reflection individual’s paradigms can be re-shaped to allow for new frames of reference.
The literature review validates that critical pedagogy and transformative learning are vital
to social reform that is rooted in authentic consciousness.
Considering the identity development of privileged adolescents presents an
opportunity to explore the dynamics of this specific group of students. Steinberg (2014)
highlights adolescence as the first time that youth are developmentally able to interpret
and analyze the many biological, cognitive, and social changes that are occurring.
Goodman (2001, 2010) encourages us to consider privilege not as a special trait, but as a
sense of normalizing unearned access and advantage. The intersection of adolescence
and privilege characterizes the focal students for this study.
The scholarship focused on education for global citizenship - or cosmopolitanism
- is enriched by the interdisciplinary pedagogies of global, human rights, peace,
multicultural, and social justice education. Global education encourages empathy and
awareness with the human experiences of peoples around the world through increased
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knowledge about our interconnected world. Human rights education promotes the values
articulated in the UDHR (United Nations, 1948) and strives to empower individuals and
societies through an understanding of their universal human rights and responsibilities.
Peace education encourages the development of human relations based in kindness and
care such that these characteristics will bring about increased social justice in our world.
Multicultural education informs and honors the diversity within our societies and seeks to
promote acceptance, equity, and critical empathy to make our world more just. Social
justice education - especially Catholic social justice education - seeks to correct the
injustices that are experienced by social groups that are marginalized and oppressed by
the dominant forces in our world.
The academic analyses on U.S. exceptionalism and white privilege share in the
conclusion that education that is critical and reflective will promote social change for the
betterment of our world. Whether about education for global citizenship in the classroom
or experiential learning through immersion, the research scholarship supports the value of
these interdisciplinary pedagogies. The academic studies suggest methods for increasing
intercultural sensitivity and models for assessing cultural competence; however, there
exists scholarship that challenges these very concepts and processes. The research on
cultural awareness is contested, thus demanding a keen understanding of the motivation,
generalizability, and application of the conclusions. This research study was informed by
a critical interpretation of the reviewed literature.
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CHAPTER III
RESEARCH DESIGN
Restatement of the Purpose of the Study
The purpose of this study was to explore - in order to better understand - the
relationship between short-term reciprocal international student-to-student exchange
experiences and the emergence of global citizen identity in privileged high school
students as a result of their participation in the international Network’s exchange
program. I offered a specific insight by focusing a lens on the privilege of the exchange
students who attend (or attended) CCA, an elite independent Catholic high school in
northern California. This investigation was informed by Appiah’s (2008) interpretation
of the metaphor of global citizenship.
This study investigated the overarching question derived from Appiah’s (2008)
characterization of a global citizen: To what extent does participation in short-term
reciprocal international student-to-student exchange facilitate the emergence of global
citizen identity in U.S. students at an elite independent Catholic high school? In order to
answer this question, I investigated three specific research questions: (1) if exchange
students demonstrated a broadened perspective of the global community and how this
might be demonstrated; (2) if they demonstrated care for their fellow human beings
beyond their home community; and (3) if students internalized what they learned from
their international immersion experience by willingly embracing a global citizen identity.
I designed this study to begin a discourse on how international student exchange impacts
global citizen identity among privileged U.S. youth.
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Research Design and Methodology
I chose a qualitative research methodology with the intent to begin a thoughtful
exploration of the emergence of global citizen identity in privileged high school students
as a result of their experience with short-term reciprocal student-to-student international
exchange. In order to investigate the overarching question, I designed an in-depth case
study research plan relying on focus interviews and personal documents as a means to
delve deeply into the experiences of 10 select exchange students. I employed
triangulation as the guiding principle for both the data collection and data analysis phases
in order to document impact that might be subtle, indirect or correlational and to find
themes that might offer insight. With triangulation in mind, I included in the research
design multiple qualitative research methods and collected data not only from the
exchange students themselves, but also from the students’ parents and teachers who knew
the students before and after their immersion. I was guided by Cronbach, Suppes, and
Coleman’s (1969) classic definition of disciplined inquiry for this qualitative research
method approach:
Disciplined inquiry has a quality that distinguishes it from other sources of
opinion and belief. The disciplined inquiry is conducted and reported in such a
way that the argument can be painstakingly examined. The report does not
depend for its appeal on the eloquence of the writer or on any surface plausibility.
(p. 15)
In an effort to glean the existence of or changes in the development of a student’s
global citizen identity, I used a variety of research techniques. This was appropriate
because education is not a discipline with a prescribed set of research methods, but
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instead is a field of study (Shulman, 1981). The sources of data in the context of
education derive from the phenomena, events, institutions, problems, persons, and
processes that call upon a variety of disciplines to shed insight and offer analysis on the
questions inherent in education (Shulman, 1981).
Participants
Exchange students
I purposefully selected a cross-section of students who participated in the CCA
exchange program from 2012-2015 with the intention of finding and selecting
information-rich cases. The characteristics of the selected case studies offered this
researcher the opportunity to explore and highlight developmental patterns by learning
from students who had one, two, and three years of time to reflect upon their experiences
and their personal development as well as those students who had recently experienced
international exchange. I wanted to investigate the impact of reciprocal student-tostudent exchange and to examine the longer-term internalization of identity development
in order to better understand the relationship of global citizen characteristics in privileged
adolescent youth.
Research participants who made up the research sample were high school students
who attended (or had graduated from) CCA, an elite college-preparatory independent
Catholic high school in northern California. As such, all participants of this study were
viewed as U.S. travelers carrying an invisible backpack of privilege, namely the often
unidentified and unrecognized privileges of access and advantage (McIntosh, 1988). The
sample included boys and girls, with the understanding that the majority were girls
because of program participation numbers. Most, but not all, CCA students hosted their
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exchange student during their sophomore year of school and travelled abroad on
exchange following their sophomore year in high school.
Selection of case study students
Forty-three high school students from CCA participated in the reciprocal
exchange program offered by the international Network during the academic years 2012
through 2015. (Please see Appendix A for a summary of the demographics for these 43
exchange students.) During the summer of 2015, I sent a research questionnaire to all 43
students requesting their participation in my study. (Please see Appendix D to review the
complete research questionnaire.) Seventeen students completed the research
questionnaire; four students started, but did not complete it. By completing the
questionnaire thoroughly, all students indicated their consent and willingness to continue
their involvement in my study. (Table 4 shows the questionnaire collection process.)
From this pool of 17 exchange students, I selected 10 who represented a variety of
exchange locations, gender, and family backgrounds for further in-depth research
interaction.
In an effort to learn from a range of age, experience, and maturity, I grouped the
43 reciprocal exchange students based on the summer in which they traveled abroad.
During the summer of 2012, eight students travelled on exchange; these students
graduated from CCA in May 2014 and were in college at the time of this study. During
the summer of 2013, four students travelled abroad on exchange; one graduated from
CCA in May 2014 and the other three graduated from CCA in May 2015. I had limited
access to the 2012 and 2013 cohorts because they were no longer current CCA students
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during the data collection for this study; thus I chose to include only two students from
each of the 2012 and 2013 summer cohorts for the research case study group.
I assumed the role of CCA’s Network Exchange Coordinator in August of 2013
and have made a significant effort to enlarge the international Network exchange
opportunities and increase the numbers of CCA participants. The participation numbers
increased significantly from 2013 to 2014; there were 17 students in the summer 2014
cohort and 15 students in the summer 2015 cohort. All of these students were CCA
students during the data collection for this study, which made them easily accessible for
data collection.
I chose three students from the 2014 cohort because that cohort was the largest
and because they had had at least a year to reflect upon their experience. I selected two
students from the summer 2015 cohort, which represented the younger students and more
recent participants. Finally, I decided to include the one student who participated in two
reciprocal exchanges in 2014 and 2015. I hypothesized that the length of the exchange
experience, both hosting and being hosted, was significant in promoting a global citizen
identity. Therefore, for the students who travelled in 2014 and 2015, I selected students
who spent the longest length of time immersed in international exchange. (Table 1
summarizes the exchange students from 2012-2015.)
At the time of data collection, the students from the 2012 and 2013 cohorts were
adults, while the students from the 2014 and 2015 cohorts were high school-aged minors.
I obtained written informed consent from every student to collect personal documents and
conduct personal focus interviews. For each minor, I obtained a written informed assent
from a parent. In addition, I obtained a written informed consent from the parents and
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teachers who participated in the focus interviews for this study. (See Appendixes D, E,
F, and G for the cover letters, the Research Subject’s Bill of Rights, informed consent
forms, and informed assent forms.)
Table 1
CCA Students Who Participated in the International Network Exchange Program
2012-2015
Summer Cohort Demographics
Summer Year
2012

Number of
Participants
for Research
Study
2

Total CCA
Exchange
Students

Participants’ Education Status at
Time of Research Data Collection

8

All completed 1st year of college
One completed 1st year of college &
three recently graduated from CCA

2013

2

4

2014

3

17

2015

3a

15

CCA sophomore, junior, or senior

CCA freshman, sophomore, junior,
or senior
a
One student participated in reciprocal exchange in both 2014 and 2015.
With two to three students in each cross-section group (totaling 10 participants in
the research sample), I collected qualitative data from multiple sources (follow-up
interviews and collection of personal documents) in the form of rich descriptions that I
hoped would offer meaningful insights. My research questions focused on exploring the
developmental change in global citizen identity in high school students and not on
evaluating program features that are most conducive to this change.
Exchange program
Each CCA exchange student was matched with a student from an international
Network school. Only CCA students who participated in reciprocal student-to-student

87
exchange were included in this research sample. Reciprocal student-to-student exchange
means that the CCA exchange student hosted an international student during the
academic year, and this same international student reciprocated by hosting the CCA
exchange student during the summer. Each portion of the exchange experience of both
hosting and being hosted typically lasted two to six weeks, with an average of four
weeks. Reciprocal exchanges followed two patterns: (1) the CCA student hosted an
international student in the fall or spring semester and then was hosted abroad during the
following summer, or (2) the CCA student was hosted abroad during the summer and
then hosted an international student in the following fall or spring semester.
The experience of being both a host and being hosted embodied important
complementary learning components of this reciprocal student-to-student exchange
experience. In most cases, the CCA students’ summer exchange experience was during
the second portion of the two-way reciprocal exchange. Forty-four reciprocal exchanges
in the last four years took place with students from international Network schools in
Austria, France, Germany, Ireland, and Spain in Europe; Peru in Latin America; and
Australia. The international Network schools were elite private Catholic schools
educating students of relative privilege. (Please see Appendix A for CCA exchange
student demographics from summers 2012-2015.)
Exchange students travelled by airplane on their own to live with their host sister
or brother and their host family. CCA students travelled during their summer holiday,
from early June to late August, and attended school along with their exchange host for
whatever portion of school remained in session during their exchange stay. Many
schools in Europe continued classes until late June, and schools in the southern
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hemisphere were in their winter session during CCA’s summer holiday. Most CCA
exchange students also had a week or two of holiday time with their host family when
they relaxed, engaged in small excursions, and had more free time for experiencing the
host culture. The specifics of each exchange immersion varied in terms of destination
city and country, length of stay, and timing of travel based on mutual agreement between
CCA students and their exchange partners.
Researcher as participant
It was a special opportunity to work at CCA, coordinate the international
exchange program, and conduct this research study. Given this honor and my personal
relationship with the students, parents, teachers, and the program itself, I recognized that
my interactions played an active role in this research study. I made a deliberate effort
throughout the data collection and analysis process to be critically conscious of my
expectations, positionality, and potential biases. By placing myself squarely within the
study, I hoped to promote academic and professional integrity and encourage an open and
honest discourse of the research data, findings, and conclusions.
Qualitative Research Methods Design
According to Denzin and Lincoln (2005), “qualitative research is a situated
activity that locates the observer in the world” (p. 3). While I could not observe firsthand each of the exchange students during their international exchange, I could analyze a
variety of personal documents and conduct interviews in an attempt to peek into their
immersion experience. In their chapter on qualitative data, Bogdan and Biklen (2002)
define personal documents as “any first-person narrative that describes an individual’s
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actions, experiences, and beliefs… that it is self-revealing of a person’s view of
experiences” (pp. 124-125).
Qualitative data
I acquired extensive qualitative data from the 10 case study exchange students
that revealed feelings and experiences related to their international immersion. These
included personal documents:
•

Questionnaire: Written responses to an online research questionnaire sent out
in summer 2015 with focused questions about the student’s experience and
sense of global citizen identity. (See Appendix D for the complete research
questionnaire.)

•

Reflections: Written pieces that were written after the exchange. (These were
both informal writings and more formal writings, i.e. school assignments or
college application essays.)

•

Blog postings: Students who travelled in 2014 and 2015 were invited to
contribute to a blog page on the student portal of the CCA school website
(password protected and accessible only by CCA students, parents, and
faculty).

•

Symbolic artifact: To add a visual, alternative expression of his or her
exchange experience, students selected and described one artifact as a
symbolic representation of his or her experience. This was presented in the
form of a photograph. (See Appendix K for symbolic artifact guidelines.)
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I collected additional qualitative data in the form of focus interviews. To guide
my interviews and ensure consistency, I developed an interview protocol based on my
research questions. For each of the 10 exchange students, I conducted the following:
•

Participant interview: I conducted one 30-minute personal focus interview.
(See Appendix E for participant cover letter and informed consent for adults,
Appendix F for informed assent for minors, and Appendix H for interview
protocol.) During each student’s interview, I asked him or her to identify a
parent and teacher for an interview.

•

Parent interviews: I conducted one 30-minute focus interview. (See
Appendix G for informed consent and Appendix I for interview protocol.)

•

Teacher interviews: I conducted one 30-minute focus interview. (See
Appendix G for informed consent and Appendix J for interview protocol.)

Table 2 summarizes the multiple data sources that offered varying lenses into the
exchange students’ experiences and the extent to which these experiences might have
influenced the students’ global citizen identity. This qualitative data will “serve as rich
descriptions of how [students]… think about their world” (Bogdan & Biklen, 2002, p.
124). I expected that the multiple sources of data would contribute important insights
that together would create a more complete and complex picture of the students’
experiences and the relationship between these experiences and their global citizen
identity development.

91
Table 2
Qualitative Data Collected from the 10 Case Study Students in the Research Study
Personal Documents

Personal Focus Interviews

Questionnaire
responses

Focused questions about the
student’s experience and
sense of global citizen
identity

Participant

One 30-minute

Reflections

Written pieces that were
done after the exchange

Parent

One 30-minute

Blog
postingsa

Individual blog page on the
student portal of the CCA
school website

Teacher

One 30-minute

Symbolic
artifact

Photograph and student
description of the symbolism

a

Only available for 2014 and 2015 exchange students.
Opinion survey
My research questions focused the study analysis with the phrase: to what extent?

In addition to the qualitative data collection, I designed a 13-question opinion survey that
asked the exchange students to think about how their exchange experience might have
influenced their personal development. I designed the questions to give an initial
indication of the students’ perception of the extent of impact. Table 3 summarizes the
opinion survey that was sent to 43 former exchange students. I asked the students to read
the statements and indicate the strength of their opinion - from significant-moderatesmall-none - in response to each statement. Each statement also had a brief example to
guide the student.
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Table 3
Opinion Survey Sent to Exchange Students from 2012-2015
To what extent did your participation & experience with the
CCA Exchange Program:
Characteristic
1
perspectives
2
world affairs
3
social issues
4
inequality
5
community
6
cultural bias
7
cultural lens
8
work effectively
9

Question

For example, how likely are you to listen to or
consider the perspective or opinion of
someone different from you?

Change your perspective on current events and
world affairs?

For example, do you have an increased
interest in staying current with world news or
do you interpret world news differently?

Increase your understanding of varied
domestic and international social issues?

For example, do you have a new
understanding of the systems and concepts by
which these social issues are maintained and
perpetuated?

Change your understanding of social, political
and/or economic inequality?

For example, do you view domestic or
international social, political or economic
issues differently?

Change your view of your home, school or
larger social community?

For example, do you have a new
understanding of the community in which you
live?

Give you a new awareness of your own
cultural biases?

For example, do you have an awareness of the
effects that your native culture has on your
perspective and communication style?

Change your ability to see your country
through a lens of another culture?

For example, can you imagine your country
from the perspective of your host family?

Change your ability to work effectively with
others and with people who may be different
from you?

For example, do you experience group
interactions differently?

Change your sense of self-confidence?

For example, do you have increased
confidence in your ability to navigate
challenging situations?

Cause you to think about your personal values
or priorities?

For example, do you feel a changed set of
priorities in your life?

Cause you to change your interactions with
strangers or other unfamiliar people?

For example, when you meet someone new, do
you interact differently?

Cause you to have a modified sense of your
own identity?

For example, do you feel that you see yourself
and describe yourself differently?

Cause you to be more outgoing?

For example, do you feel that you engage
more with others or seek out new
opportunities?

self-confidence
10
personal values
11
interactions
12
personal identity
13
outgoing

Guide

Change your opinion for different
perspectives?
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Research Setting
The Institution was founded in 1898 in what was then a rural town. It began as a
girls’ convent for secondary education that eventually merged with a neighboring
parochial Catholic elementary school for the local children. As growth spread throughout
the San Francisco Bay peninsula, the Institution found itself incorporated into a city that
has prospered mightily with the development of high-tech giants such as HewlettPackard, Apple, Facebook, and Google creating the Silicon Valley of northern California.
The Institution has grown into a premier independent Catholic college preparatory coeducational institution educating 1,500 students from preschool through twelfth grade.
(See Appendix N a brief overview of the history and philosophy of the Institution.)
The 2015-2016 Institution profile (available on its public website) indicated CCA
enrollment was 605 high school students and tuition was $38,465. CCA was mixedgender, sent 100% of its graduates to four-year colleges and universities, 28% of the
students identified as students of color, and 60% identified as Catholic while 40%
identified as non-Catholic faith traditions, which included people identifying as otherChristian, Jewish, Muslim, Buddhist, Hindu, agnostic, and atheist. In 2015-2016, the
Institution offered $5.5 million in financial aid to 24% of the student body and had one of
the largest endowments for scholarship assistance of any private school in northern
California. In large part, the strength of the financial aid resources was how the
Institution attracted students who otherwise would have been unable to attend the school
and who offered socioeconomic, as well as racial, ethnic, and religious diversity to the
community.
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The Institution’s Office of Equity, Justice and Multicultural Education (EJME)
was explicitly mandated to ensure that all students - regardless of their financial ability to
pay - could access the full student academic and enriched extra-curricular experience as
guided by the Network’s Goals and Criteria. Thus, in addition to the extensive financial
aid for tuition, in 2015-2016 the Institution spent $300,000 in non-tuition financial
assistance for additional educational, cultural, and social opportunities. In the summer of
2015, two of the 15 exchange students received the benefit of full funding for their travel
expenses to Spain. This ensured that in 2015 all students who applied for exchange were
able to participate. Despite the EJME support, relatively few students from economically
disadvantaged families or those who identified as students of color participated in CCA’s
international exchange program.
Data Collection Procedures
Qualitative data
In July 2015, I purposefully identified 10 students for my research case studies
according to the guidelines presented in the “Participants” section above. I reviewed the
written responses submitted on the online questionnaire for these 10 students, and set
aside their responses for later data analysis. I contacted the 10 students and their parents
to schedule interviews. I began the interview process with my first student interview on
July 21, 2015. When school resumed in late August, I continued my interviews and
contacted CCA teachers to schedule interviews. I completed my last interview on
November 23, 2015. I conducted most interviews in my school office, while a few were
conducted at convenient public spaces like a coffee shop. I audio recorded all interviews
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using the Voice Memos app on my iPhone. I hired a professional transcriber to transcribe
each interview.
Within the informed consent and again during each student interview, I requested
for the student to share with me additional personal documents. Students sent me
requested writings and artifacts via e-mail, which included: college essays, reflections,
and photographs. I organized these personal documents into student folders. (See Table
2 for a summary of the qualitative data collected.)
Opinion survey
Embedded in the research questionnaire was a 13-question opinion survey.
Seventeen students completed the survey when I first sent it out during the summer 2015.
During the academic winter holiday (December 2015 to January 2016), I re-sent the
opinion survey to the 26 students who had not completed it previously. Twenty-five
students completed the survey in this second mailing.
Table 4
Data Collection Process for All Reciprocal Exchange Students from 2012-2015

Research questionnaire sent
July-August 2015 to all
2012-2015 exchange students
Survey re-sent to students in
December 2015-January 2016

Research Questionnaire
Sent by e-mail
Incomplete
Complete
43
4
17

26

1

25

Data Analysis Process
I grounded this research study in one overarching question: To what extent does
participation in short-term reciprocal international student-to-student exchange facilitate
the emergence of global citizen identity in U.S. students at an elite independent Catholic
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high school? In an effort to explore and deeply investigate this question, I spent from
October 2015 to February 2016 in the data analysis phase of this study. At the outset, I
reviewed Chapter I: The Research Problem, which explained the need and purpose of the
study, and I reanalyzed Chapter II: Review of Literature, focusing on the conceptual
frameworks that would guide my interpretation of the findings.
Using triangulation as my organizing principle, I first organized the data from
multiple sources into the 10 case studies. I focused on synthesizing one student case
study at a time by reading the student, parent, and teacher interview transcripts, research
questionnaire, and additional personal documents for the given student. I coded this data
by research question: RQ1, RQ2, and RQ3. I compiled the coded data from the multiple
sources by research question, again focusing on one student at a time. I drafted a
narrative for each student, which was heavily laden with quotes pulled directly from the
data. This created a rich description of each student’s exchange experience and personal
development. Keeping the conceptual frameworks from Chapter II in mind, I thoroughly
reviewed and analyzed each of the 10 student narratives.
I then focused on one research question at a time. I reorganized the triangulated
data from each of the 10 case study narratives for RQ1, RQ2, and RQ3. This created
three new narratives based on the research questions, again heavily laden with quotes
pulled directly from the data. I reviewed these narratives carefully looking for themes
that emerged from the data for each of the research questions. Using these themes, I
mapped out the relationships by research question. (See Figure 16, 18, and 20 for
summary graphics of these themes.) I then coded the three research question narratives
by theme and reorganized the data within these narratives by theme. I reviewed and
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analyzed this extensive data (approximately 170 pages) and pulled significant and
representative examples for the Findings chapter.
Simultaneously with the qualitative data analysis process, I analyzed the
quantitative data for frequency patterns, means, and standard deviations for the purpose
of assessing if the findings of 42 exchange student opinion surveys were consistent with
the findings from the 10 in-depth case studies. My intention was to use the opinion
survey data as an initial indicator of the larger group of students’ perceptions of the
impact of their exchange experience. The opinion survey was designed and interpreted as
a preliminary overview adding descriptive data of trends from the larger group of
exchange students who participated during the four years of 2012-2015 and was meant to
complement the highly focused and personalized qualitative data gathered for each of the
10 exchange students.
Table 5
Timeline of Data Collection and Data Analysis
July-August 2015

Research task
Distributed research questionnaire to 43 exchange
students (opinion survey included)

July-November 2015

Conducted and transcribed 30 interviews

July-January 2016

Collected personal documents from 10 exchange
students

December-January 2016

Distributed opinion survey to 26 exchange
students

January 2016

Analyzed qualitative data from 10 exchange
students & quantitative data from 42 completed
opinion surveys

February 2016

Interpreted research findings in context of
conceptual framework and literature review
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Following the articulation of themes, I returned to my literature review to
interpret the themes and exemplary data. The overarching question was ever present
during this analysis process. Using cosmopolitanism as the primary conceptual
framework, cultural humility and transformative learning theory as complementary
frameworks, and literature on privilege as an additional lens, I explored the themes
focusing on how adolescent exchange students respond to their exchange experiences, if
they develop a global awareness, if they demonstrate care for their fellow human beings,
and to what extent they embrace an identity as a global citizen.
Reliability and Validity
With an eye on reliability and validity, I conducted the data collection process and
analysis with utmost care for quality. I reviewed the interview transcriptions for detail
and accuracy; I tried to maintain an honest understanding of my role as researcher as
participant; and I used participants’ voices to speak for themselves whenever possible. I
consulted with Dr. Susan Katz, my dissertation chairperson, throughout the data
collection and analysis phases. My qualitative research design prioritized a deep dive
into the development of each case study student. In the following chapter, I present 10
brief portraits of each exchange student, and the following two chapters include my
analysis and interpretations.
Ethical Considerations and Protection of Human Subjects
During the data collection and analysis phases of this study, ethical considerations
were consistent with the University of San Francisco’s Institutional Review Board for the
Protection of Human Subjects (IRBPHS) approval process. (The USF IRBPHS
permission form is in Appendix B.) As the principal investigator, I complied with all the

99
expectations and protocols, including receipt of written and informed consent from each
student participant and their parent’s assent, if the student was a minor. I met with each
student to explain my research study in person as well as provided written documentation
about the nature of my research; expected amount of time for their participation for the
focus interview and to provide personal artifacts; and the final written dissertation.
In addition, I received informed written consent from the parents and teachers
who participated in focus interviews as part of this research. In the written informed
consent each participant was notified that the data would be used for my dissertation at
the University of San Francisco, might be published in the future, and he or she would
receive access to my final dissertation upon completion of this study. Lastly, I clearly
informed each participant that his or her participation was strictly voluntary and that he or
she could withdraw at any time without consequence. (See Appendixes D, E, F, and G
for this study’s cover letters, informed consent and assent forms, and the Research
Subject’s Bill of Rights.)
In addition, per IRBPHS guidelines, I disclosed the risks and benefits of each
participants’ involvement in this study. (See Appendix B for the approval letter from
USF’s IRBPHS.) The students were asked to share personal documents as well as share
their experiences, insights, and development in the form of personal focus interviews.
The students received the benefit of knowing that they contributed to a deeper
understanding of the high school international exchange experience; that they contributed
to better understanding the process of the emergence of global citizen identity in youth;
and that they contributed to important insights of the Network’s international exchange
program. At the outset of this study, I received the written consent from the CCA
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Principal to conduct my research at CCA through all phases of this study. (See Appendix
C for the disguised approval letter from the Principal.)
As an educator employed in California, I was a mandated reporter for minors.
The California Penal Code (Child Abuse and Neglect Reporting Act, 1987) states that I
was legally mandated by California law to inform the State Department of Social
Services Office if I suspected any form of child abuse or neglect. All participants in this
study were expressly informed of my mandated reporter status and of my requirement to
report any suspected abuse or neglect. My responsibility was in effect during the entire
length of this study and applied to my review of all personal documents that formed the
qualitative data for this study.
As I have previously indicated, the names of CCA, Institution, Network, and
Society have been disguised for confidentiality. In addition, each participant has been
given a pseudonym for the purpose of keeping all identities confidential. Thus, in the
personal documents collected, interview transcripts, and my written analysis, the names
of all participants have been consistently changed and identified by their assigned
pseudonym. When appropriate, specific identifying references have been modified to
more general terms in order to maintain confidentiality. Study documentation has been
kept secure in a private location and audio recordings were expunged upon completion of
the dissertation. Only the researcher, Ms. Deborah Farrington Padilla, and the
dissertation chairperson had access to study files.
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CHAPTER IV
FINDINGS: PART ONE
Portraits of Exchange Students
From 2012-2015, 44 reciprocal student exchanges took place between CCA
students and students from seven different countries: Austria, Australia, France,
Germany, Ireland, Peru, and Spain. (See Appendix A for a complete list.) The CCA
exchange program offered these high school students a unique opportunity to host an
exchange partner in their home and at their school; and then in a reciprocal manner, to
travel and live immersed in the exchange partner’s international family, community, and
country. From July 2015 to January 2016, ten of these exchange students became the
case studies for this qualitative research study by contributing personal documents and
interviews. (Please see Appendix L for detailed information for follow-up data collection
for case studies #1-10.)
This chapter serves as a first part of the research findings by presenting brief
portraits of the 10 focal students (sorted by year of immersion abroad). This collection of
portraits introduces the reader to the exchange students whose teenage personalities,
global experiences, and adolescent development infused dynamic life into this research
study. (Table 5 summarizes the demographics for the 10 student participants.) Included
with each portrait is the symbolic artifact that each student shared as part of the data
collection process. These images offer a visual, non-verbal enrichment to the many
words (both written and spoken) gathered from the personal documents and interviews.
The artifacts also help to remind this researcher of the youthful personalities of each of
the 10 students.
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Table 6
Demographics of Exchange Students Included as Research Case Studies
Exchange
Student

Race /
Ethnicity

Exchange
Partner

City

Country

Agea

Exchg
Year

Grad’n
Year

Amanda

White /
American

Celeste

Bondues

France

15

2012

2014

Carol

White /
American

Monique

Nantes

France

15

2014

2016

Danielle

White /
American

Nicole

Barcelona

Spain

16

2015

2017

Felicia

Pacific
Islander /
Americane

Isolina

Barcelona

Spain

16

2015

2017

Heatherb

White /
American

Eileen
Sinead

Sydney
Dublin

Australia
Ireland

15
16

2014
2015

2017

Julie

Asian /
Americand

Rosalia

Lima

Peru

16

2014

2016

Maria

White /
American

Carlota

Madrid

Spain

17

2013

2014

Michelle

White /
American

Isabel

Zaragoza

Spain

16

2012

2014

Nathan

White /
American

Enrique

Nantes

France

16

2014

2016

Ned

White /
Europeanc

Manuel

Madrid

Spain

16

2013

2015

a

Students’ age at the time of their international immersion. bHeather participated in two reciprocal
exchanges. cStudent and parents were immigrants from Germany. dParents are Chinese heritage
immigrants. eParents are immigrants from Tonga.
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Amanda: Exchange Student in 2012 to Bondues, France
I love the ways in which it made me grow. (“Amanda research questionnaire,”
2015)
Amanda hosted Celeste for a month in the winter of her sophomore year in high
school and then travelled to Bondues, France for a month in June 2012 after her
sophomore classes had ended. Amanda was 15 years old at the time of her international
immersion.

Figure 3. Amanda’s artifact: Amanda's exchange journal was a daily companion, held
important personal and cultural insights, and remained an enduring representation of her
transformative exchange experience. Amanda explained, “I wrote an entry daily and they
provide fun insights into what I did and discovered while on exchange. Some are silly
and some are more profound.”
Amanda is an only child who has travelled internationally with her parents, once
on school trip to France, and twice on mission trips with her church group to Mexico.
Because of these numerous and varied opportunities to travel abroad, one might assume
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that Amanda’s international exchange to France might be just another trip to add to her
already extensive list of experiences. However, this generalization would be wrong.
Amanda was very aware of her good fortune to have parents who had the financial means
and thoughtful approach to travel abroad, “I had been fortunate to spend a lot of time
abroad with my parents, and I am a travel enthusiast. Travel has always been about
discovering new cultures and ways of life for us” (“Amanda research questionnaire,”
2015). At a young age, Amanda had developed an appreciation for engaging with the
global community and learning from new cultural experiences.
While hosting Celeste, Amanda’s family also hosted another French exchange
student for a few weeks when they learned that the original hosting relationship was not
working out well. Several months later when Amanda was in France, she felt that her
exchange partner did not extend a warm welcome to her. Rather than feel bitterness,
Amanda reflected upon the importance of ensuring that exchange students coming to
CCA would feel warm hospitality during their immersion. Amanda developed an idea
for the school to create a welcome group to support the host families at CCA. This group
eventually became the Global Citizens Group, an ambassador group in which several of
the students in this research study became active members.
As a senior, Amanda completed a Senior Honors Independent Study project that
was inspired by her exchange and her love of all things French: “Paris and the Post-Great
War Malaise: The Impact of the City of Light on American Expatriate Literature”. At her
2014 graduation, Amanda received the highest honor the school bestows on a graduate the dark blue ribbon that represents a student who lived out all of the school’s five goals.
Amanda went on to college in southern California, and I interviewed her in the summer
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following her freshman year, three years after her immersion to France. At the time of
the interview, Amanda was living at home and working as a financial research analyst in
San Francisco. Amanda asked me to interview her mother, Denise, and her French
teacher and Club Française faculty sponsor, Carmen, for this study.
Michelle: Exchange Student in 2012 to Zaragoza, Spain
I think I’ll probably continue to visit her, and her visit me, until we’re old ladies;
and we’re old and trying to get onto the plane… because I think we definitely
grew really close. (Michelle, interview, August 5, 2015)
Michelle travelled to Zaragoza, Spain, for three weeks in July 2012 at age 16,
after her sophomore high school classes had ended and then hosted Isabel for the first
month of school in Michelle’s junior year. Isabel returned to Michelle’s home the
following summer of 2013 for seven weeks while both girls volunteered for a summer
tutoring and enrichment program. Michelle’s family went to Spain to visit Isabel and her
family in August 2014. It was obvious that Michelle and Isabel have a very special,
intimate friendship. During our interview, Michelle reflected upon her experience:
I loved my experience and learned so much while spending time in another
culture. I started to get a sense of oh... it’s kind of unique that I was able to go so
early on. And I’d heard of people, maybe they’ll go in the summer, and they’ll go
travel around a little bit in a big group of people, but not have a host family
relationship, which I think is really unique, too. And I definitely feel like it was
super special to have it here at CCA, and I’m really grateful for it, too. One of my
most memorable and best experiences in high school! (Michelle, interview,
August 5, 2015)
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Figure 4. Michelle’s artifact: Michelle shared her Nuestra Señora del Pilar ribbon from
the church in Zaragoza to represent her connection with the city and its traditions. The
ribbon is the length of the Pilar's dress, which is housed in the church. People come from
all over to see the Pilar, and the ribbon has a prayer written in Spanish on it. Michelle
wrote: “I chose this artifact because everyone I encountered had the same ribbon either
tied onto their wrists or placed in the front of their car. It came in different colors that
denoted what region in Spain you were from. It was always cool how Isabel would point
out other people from Zaragoza because she spotted the ribbon. Everyone in Isabel's
family had one of their own and were the ones who gave me mine. It reminds me of
CCA, my time in Spain, and Isabel whenever I see it, and I hope to keep it forever!”
Michelle has a younger sister and has travelled internationally with her parents
and went on a service-learning trip to northern Peru with her school. As a senior,
Michelle completed a Senior Honors Independent Study project that was inspired by her
exchange, strong friendship with Isabel, and Isabel’s passion for the poetry of Pablo
Neruda: “Come and see the blood in the streets: Passion, Power, and Politics in Pablo
Neruda's Poetry”. Michelle graduated in 2014 and went on to college in northern
California. I interviewed her in the summer following her freshman year in college,
which was three years since Michelle’s first exchange trip to Spain. Michelle asked me
to interview her mother, Sarah, and her Spanish teacher, Alicia, for this study.
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Ned: Exchange Student in 2013 to Madrid, Spain
I had to get comfortable with being uncomfortable. (Ned, interview, September 7,
2015)
Ned travelled to Madrid, Spain for three weeks in June 2013 at the age of 16, after
his sophomore high school classes had ended and then a few months later hosted Manuel
for the first month of school in Ned’s junior year. This exchange trip was Ned’s first
time travelling internationally. Ned, as the eldest of four brothers, shared that he felt very
comfortable with Manuel, also the eldest of four brothers, and his host family, “I would
definitely say after like three weeks there, I totally felt like one of the brothers” (Ned,
interview, September 7, 2015).

Figure 5. Ned’s artifact: Ned sent along photos of his travels with his host family on the
coast of Spain. Ned wrote: “These pictures are meaningful because I took them in some
of the most beautiful and serene places I've ever been to. The one on the right was taken
on top of a hill during one of the more spiritual moments of my life.”
Ned returned from Spain for his junior year and completely revamped his
extracurricular activities. He dropped competitive water polo and joined CCA’s drama
program; Kitsch, the improvisational comedy group; and was an innovative leader on
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KCCA, the school’s broadcast radio. Ned graduated in 2015 and spent the summer
working as a server at a local restaurant. Two years have passed since Ned’s exchange
trip to Spain, and he made a point to share his appreciation for the opportunity to
participate in the exchange program and he was very aware of the transformative nature
that his exchange experience had:
Traveling abroad was the greatest decision I made in my life; made me realize
that the world that I was living in back home was not the only place in the world.
I became a more independent person after my time in Spain, leading to a string of
tough decision-making, which made me who I am. (Ned research questionnaire,”
2015)
Ned was leaving for college in northern California just days after our research
interview. Ned asked me to interview his mother, Laurie, and Derek, the faculty sponsor
for the school radio, for this study.
Maria: Exchange Student in 2013 to Madrid, Spain
My overall feelings are that it was a life-changing experience that I wouldn't
change for the world. (“Maria research questionnaire,” 2015)
Maria hosted Carlota for a month in the winter of her junior year in high school
and then travelled to Madrid, Spain for a month in June 2013 at the age of 17, after her
junior classes had ended. Maria has travelled extensively with her parents and her older
brother to many international locations. For her 2014 high school graduation gift, Maria
visited Carlota in Madrid. Maria shared that her exchange was not only a wonderful time
of exploration, but also a time of great personal learning:
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My exchange was honestly one of the most happiest times of my life. I woke up
everyday extraordinarily excited because I didn't know what was going to happen,
but I knew it was going to be new, different, and a challenge. I have rarely felt
more intellectually engaged having to use my Spanish or so socially stretched out
of my comfort zone in a really good way. (“Maria research questionnaire,” 2015)

Figure 6. Maria’s artifact: Maria shared her Harry Potter book in Spanish and the
calendar that she made for Carlota; both are reminders of her strong and enduring
friendship with Carlota.
Maria went to college in Massachusetts, but found her experience to be a
disappointment. When she made the decision to not reenroll, it was too late to apply to
transfer to other colleges for the fall semester, so she decided to plan a gap year of
international immersion experiences inspired by her high school exchange. Two years
had passed since Maria’s exchange to Spain, and I interviewed Maria just days before she
flew to Argentina for a three-month medical volunteer experience where she planned to
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live with a host family. Following Argentina, Maria went to Istanbul, Turkey, to study
and live in a dormitory for international students. Maria intended to apply to colleges as
a transfer student for the fall of 2016. Maria asked me to interview her mother, Sandra,
and her Chemistry teacher, Connor, for this study.
Nathan: Exchange Student in 2014 to Nantes, France
The exchange program is a great opportunity to learn outside the classroom.
(“Nathan research questionnaire,” 2015)
Nathan hosted Enrique for five weeks in the spring of his sophomore year in high
school and then travelled to Nantes, France for a month in 2014 after his sophomore
classes had ended. More than a year has passed since Nathan’s exchange to France.

Figure 7. Nathan’s artifact: Nathan was very motivated to improve his French language
skills while on his exchange immersion. He shared a photo of himself with a giant Petit
Prince at a theme park in France. Nathan wrote: “It was funny because over the summer
I had to read Le Petit Prince to place into the honors French class when I returned.”
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Nathan was 16 years old when he was an exchange student and is the eldest of
four children. Nathan’s younger sister was an exchange student in Nantes the same
summer as Nathan, and then she hosted her French exchange student in the fall of
Nathan’s junior year. Nathan and his parents are German nationals, and his family
moved to the U.S. when he was 10 years old and entering 6th grade. Nathan spends
summers and other holidays visiting extended family in Germany and Europe. Nathan
has travelled internationally with his parents, twice on international youth leadership trips
to several European countries, and twice on youth service-learning trips to Costa Rica
and Taos, New Mexico.
Nathan is a very reserved young man. It was a challenge to get him to speak
about himself in the context of his personal identity. Francine was quite clear, “I mean,
again, he's not a big communicator right? Let's always keep that in mind. He does not
feel the necessity of sharing more than he needs to” (Francine, interview, October 15,
2015). His French teacher noted, “Nathan is fairly quiet himself, but as you say he's
fairly worldly. He's travelled quite a bit and fairly mature” (Carlos, interview, November
23, 2015). In writing, Nathan was much more descriptive about his exchange experience
and his enduring feelings, “This was one of the most memorable experiences in my high
school career. This is an experience I will always take away from my time in high
school” (“Nathan research questionnaire,” 2015).
Nathan has been active with the school’s Club Française and the Global Citizens
Group. I interviewed him in the fall of his senior year when he was in the process of
applying for college admission. Nathan will graduate from high school in May 2016.
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Nathan asked me to interview his mother, Francine, and his French teacher, Carlos, for
this study.
Carol: Exchange Student in 2014 to Nantes, France
Diving into the unknown and expanding your horizons is a once in a lifetime
experience! (“Carol personal reflection,” 2015)
Carol hosted Monique for seven weeks in the winter of her sophomore year in
high school at the age of 15 and then travelled to Nantes, France, for five weeks in 2014
after her sophomore classes had ended. Carol has an older sister who was also an
exchange student to Nantes, France, three years earlier.

Figure 8. Carol’s artifact: Carol shared her course schedule for her four-week school
immersion in Nantes, France. The doodles and notes written by her new French friends
were whimsical signs of kindness, concern, and most importantly of friendship. Carol
wrote: “I will never forget the wonderful friends I made in them. I especially bonded
with one girl named Anaëlle, who was kind enough to always sit beside me and make
sure that I was OK.”
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Carol has travelled internationally with her parents and went on an athletic
goodwill trip to Barcelona with her school water polo team. More than a year has passed
since Carol’s exchange to France. Carol was deeply touched by her friendship with
Monique’s grandfather and conveyed with earnest conviction what she learned about
France, the French people, and the French language from her conversations with
Monique’s grandfather:
I also learned a lot about how hard the French do to preserve their culture. In a lot
of major French cities like Paris, Americans and other tourists have overrun and
ruined them. A lot of Americans just go to France and speak English, without
even trying to speak French. From this, I've learned to always try to speak
French, even if I didn't fully speak properly. It's the thought that counts! (“Carol
research questionnaire,” 2015)
During Women’s History month in March of her junior year, Carol spoke before
the entire high school community and shared a speech: “Why I’m a Feminist!” As a
culmination of her growing feminist identity, her two years of leadership of the school’s
Women’s Group and her growth as a young scholar, Carol completed a Senior Honors
Independent Study project in the fall of her senior year: “Four Roles, One Woman:
Female Entrapment in the Twentieth Century”. I interviewed Carol in the fall of her
senior year when she was in the process of applying for college admission, and she will
graduate from high school in May 2016. Carol asked me to interview her mother, Mary,
and her World History teacher, Bruce, for this study.
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Julie - Exchange Student in 2014 to Lima, Peru
The world is so much more different than I would have ever imagined! (Julie,
interview, October 6, 2015)
Julie hosted Rosalia for three weeks in the winter of her sophomore year in high
school and then travelled to Lima, Peru, for a month during the second half of the
summer in 2014 when she was 16 years old. Julie has a twin sister, who was originally
designated as the exchange host for Rosalia. Since Julie studied French in high school,
not Spanish, she took a risk going to Lima where Spanish is the dominant language.

Figure 9. Julie’s artifact: Julie shared a picture of some crepes that she and Rosalia
cooked one morning for the family. Julie wrote: “My own mother often makes crepes for
breakfast on the weekends, and she made it for Rosalia when she was in California as
well. While it seems like such a simple photo, this picture represents the simple things
that I was able to share from my own life/culture, with Rosalia's family. It was also an
example of the daily experiences that Rosalia, her family and I bonded over. For me, this
picture brings back emotions of the love and joy we shared, in addition to the many
memories I had in Peru.”
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Julie shared her sense of feelings about her immersion experience, “Yes! I think
the exchange program is an amazing opportunity to expand your worldview and connect
with people from all over the world that you probably would never meet if you had not
gone on exchange” (“Julie research questionnaire,” 2015).
Julie’s parents are Chinese immigrants from Hong Kong and England by way of
Singapore. Julie has travelled internationally with her parents and twice on international
youth leadership trips to Japan and Namibia; she explained her self-awareness of her
privileged opportunities and her sense of moral responsibility:
I always think about my ability to travel in general as a privilege, so not
specifically exchange, but like traveling everywhere because my family… I’ve
been very privileged, and they’ve taken me traveling all over the world. When
I’m thinking about my socioeconomic privilege, I guess I feel like I should take
advantage of all the privileges that I have, and then in the future somehow use
that… those experiences to either help others, or do something to make an impact
on the people who aren’t… who can’t do those things. (Julie, interview, October
6, 2015)
Julie has made good on her commitment to learn social issues so that she can give
back to her community. She has twice participated in the national Ignatian Family
Teach-In in Washington, DC, co-founded Political Activists Group, led a student
workshop at the California Catholic Youth Advocacy Day, been active with the Global
Citizens Group, and co-created Primary Panic, a website patterned after March Madness
and intended to get youth interested in politics and the U.S. presidential primaries with a
bracket that includes all candidates.
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I interviewed Julie in the fall of her senior year in high school, more than a year
after her exchange to Peru, when she was in the process of applying for college
admission. During the spring semester of her senior year, Julie was working on a Senior
Honors Independent Study project: "Love and Marginalization in the Catholic Church: A
Comparative Analysis on Undocumented Immigrants and LGBTQ Individuals Within the
Catholic Church”. Julie will graduate from high school in May 2016. She asked me to
interview her father, Doug, and her Social Justice Theology teacher, Jane, for this study.
Heather: Exchange Student in 2014 to Australia & 2015 to Ireland
I feel like my family and my friends see me as that person that would just go out
and do it and be really outgoing. (Heather, interview, October 5, 2015)
Heather travelled to Sydney, Australia for three weeks in July 2014, at the age of
15 after her freshman year in high school. Then at the age of 16, she hosted Eileen her
Sydney exchange partner for three weeks in the winter of her sophomore year. Two
months later, Heather hosted Sinead from Dublin for three weeks in the spring and then
travelled to Dublin, Ireland for three weeks in August 2015, just before her junior year
began. Heather is the only student in recent years who has participated in two reciprocal
exchanges.
Heather’s father is a high school history teacher who has a summer business that
takes groups of high school students on domestic and international service-learning
immersions; and in this capacity, Heather has accompanied her father, her older brother,
and high school students on several service-learning trips as a youngster. Heather has
travelled internationally with her parents, and twice on youth service-learning trips to
Costa Rica and Taos, New Mexico, as a high school student participant.
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Figure 10. Heather’s artifact: Heather shared her Irish Claddagh ring which she described
as a very popular ring in Ireland depending on the direction it is facing and on which
hand you wear it. Heather wrote: “It tells whether you are single, in a relationship,
engaged, or married. It's a very big symbol in Ireland. I think that it's a very cool way
that they use this in their culture, and a lot of the time these rings are passed down
through generations. It's a very big symbol in Ireland.”
Heather has been an active member of the Global Citizens Group, school drama,
dance team, and in her junior year has her own program on the school’s radio. Jennifer,
Heather’s mother, shared an example of Heather’s “can-do spirit”:
She does a talk show on Tuesday nights with the student run radio station here at
school. She just goes for it! I think that that kind of forging ahead, that pattern
for her, I think that muscle, so to speak, has been strengthened from the exchange
experiences to just forge ahead. You know, she just goes for it, and I'm really
proud of her for that. (Jennifer, interview, October 23, 2015)
I interviewed Heather in the fall of her junior year, only a few months after she returned
from her exchange in Ireland. Jennifer, Heather’s mother, described Heather’s
independence and wander-lust spirit: “I think once she gets that diploma in her hand,
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she's gone!” (Jennifer, interview, October 23, 2015). Heather will graduate from high
school in May 2017. Heather asked me to interview her mother, Jennifer, and her
English teacher, Maureen, for this study.
Danielle: Exchange Student in 2015 to Barcelona, Spain
I feel like rather than learning about these different places, I have connections
with people in the places and for me that's really valuable. (Danielle, interview,
October 2, 2015)
Danielle hosted Nicole for a month in the winter of her sophomore year in high
school at the age of 16, and then travelled to Barcelona, Spain, for a month during the
first half of the summer in 2015. Danielle’s father lived internationally as the son of a
diplomat, and so they hosted the daughter of a long-time diplomat friend from Vienna,
Austria, for six months in 2014 when Danielle was a freshman. Danielle’s family
includes a younger brother and sister, who also attends CCA. Danielle has travelled
internationally with her parents, but this was her first international trip alone.
Danielle fully enjoyed her exchange, “All of my expectations were met. I
expected to learn a lot of Spanish and improve my language skills. I expected to meet
new people and be immersed into foreign culture. I expected to have fun and enjoy my
summer. I expected to make relationships with people all over the world. It is an
amazing experience that includes fun and learning” (“Danielle research questionnaire,”
2015).
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Figure 11. Danielle’s artifact: Danielle’s Spanish host mom worked in the food industry.
Danielle explained: “It was so interesting to see the difference between the food I eat at
home and in Spain. This is a picture from one of my favorite cafés in Barcelona.”
Danielle has been an active with the Global Citizens Group. I interviewed
Danielle in the fall of her junior year, only a few months after she returned from her
exchange in Spain. Danielle will graduate from high school in May 2017. Danielle
asked me to interview her mother, Ellen, and her Spanish teacher, Jorge, for this study.
Felicia: Exchange Student in 2015 to Barcelona, Spain
The trip, it has defined my life. (Felicia, interview, October 15, 2015)
Felicia hosted Isolina for a month in the winter of her sophomore year in high
school at the age of 16 years old and then travelled to Barcelona, Spain, for a month
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during the first half of the summer in 2015. Felicia’s parents are immigrants from Tonga,
and she has a younger brother.

Figure 12. Felicia’s artifact: Felicia shared a photo of the jewelry that she purchased in
Spain. She reflected: “I wear them everyday to remind me of my trip and to make sure I
don't forget the relaxing feeling and beautiful culture of Spain; and actually the pink and
blue anklets in the photo were gifts from the family, so they remind me of the genuine
welcoming and love I felt from my host family.”
This exchange trip was Felicia’s first time on an airplane and was a
transformative experience:
Best thing I've EVER experienced so far was my exchange trip to Spain. It was
probably one of the best experience of my entire life, probably is going to be for a
very long time. It was inspiring, and I just felt so free, and I kind of got a taste of
what college will be like when I’m on my own, and it just felt good to be with
other people like Isolina and the family was amazing. Yeah, one of the best
experiences ever, ever. The trip, it has defined my life. (Felicia, interview,
October 15, 2015)
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Energized by her exchange experience, Felicia returned to school and
immediately got involved in several youth advocacy events: the national Ignatian Family
Teach-In in Washington, DC and the Student Diversity Leadership Conference in Tampa
Florida, Political Activists. Felicia has been an active member of the Global Citizens
Group, joined the Political Activists Group, and is on the planning team for CCA’s social
justice teach-in on Race and Incarcerated Youth.
I interviewed Felicia in the fall of her junior year, only a few months after she
returned from her exchange in Spain. Felicia was aware that she experienced something
very special, “I feel lucky that I decided to do this, that I experienced it, that I took
advantage of this amazing privilege, and yeah, I feel pretty happy” (Felicia, interview,
October 15, 2015). Felicia will graduate from high school in May 2017. Felicia asked
me to interview her mother, Melina, and her Spanish teacher, Alejandra, for this study.
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CHAPTER V
FINDINGS: PART TWO
Emergent Themes
I designed this study to begin a discourse on how international reciprocal studentto-student exchange impacts the emergence of global citizen identity among privileged
U.S. youth. This study posed three specific research questions for the purpose of
investigating the overarching question: To what extent does participation in short-term
reciprocal international student-to-student exchange facilitate the emergence of global
citizen identity in U.S. students at an elite independent Catholic high school? In this
chapter, I begin by analyzing quantitative data from a brief opinion survey that 42
students completed by sharing their perceptions of the impact of their exchange
experience. I then present qualitative research data for the three research questions: RQ1,
RQ2, and RQ3. The triangulation of data collected from focus interviews and personal
documents offer rich descriptions, authentic examples, and meaningful insights. From a
close analysis of the data, I lay out themes that emerged for the purpose of answering the
research questions. Finally, I close the chapter with a summary of the research findings.
Opinion Survey
The following initial analysis is based on quantitative data collected from 42
completed surveys. (See Appendix M for complete survey data.) In most cases, as
shown in Figure 13, students perceived a moderate impact upon changes in their global
awareness and identity as a result of their immersion experience. Figure 14 represents a
more detailed overview of the survey responses, comparing the significant-moderatesmall-none frequencies for each survey prompt. Of the 10 questions that have at least 15
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responses for perception of significant change, eight of those also have at least 15
responses for perception of moderate change. This is evidence that for these eight
characteristics, at least 30 students (71%) perceived a moderate or significant impact.

Figure 13. Exchange students perceived that the change in their
global awareness and identity was moderately impacted as a result
of their immersion experience.

Figure 14. The grouped column chart of 42 surveys compares 13 global attributes with
the students’ perceived sense of impact from their exchange immersion.

124
Research Question 1: To What Extent Do Students Broaden Their Perspective
of the Global Community and How Is This Demonstrated?
Opinion survey: Broadened perspective
Six of the 13 survey questions offered insights into RQ1. Figure 15 shows the
frequency of responses for the survey questions that focused on: (a) perspectives, (b)
world affairs, (c) social issues, (d) inequality, (e) community, and (f) cultural lens. (See
Appendix M for complete survey data.)

Figure 15. Opinion questions highlighted RQ1: Broadened
perspective.
The responses for the first four categories (a-d) were more varied across the
options of significant, moderate, small, and none; whereas, the last two categories (e-f)
were perceived as having had the most significant impact of all six categories. In, fact
these two questions showed the greatest impact of all 13 opinion questions: 98%
significant or moderate for (e) and 88% significant or moderate for (f). The students
were asked: To what extent did your participation and experience with the CCA
exchange program: (e) Change your view of your home, school or larger social
community? or (f) Change your ability to see your country through a lens of another
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culture? As a result of their exchange experience, students’ views seemed to have been
modified and as well as their capacity to employ a different lens to interpret their home
community.
Emergent themes for RQ1: Broadened perspective
The qualitative data that I collected gave the students, parents, and teachers the
opportunity to share their experiences and feelings about their exchange. All of the
responses referenced numerous and varied examples of the students' broadened
perspective of the global community. Four main themes emerged from the data: culture,
curiosity, awareness, and risk.
To what extent do students broaden their perspective of the global community
and how is this demonstrated?

CULTURE

CURIOSITY

AWARENESS

RISK

exposure to a
new culture

increased
curiosity,
wonder,
fascination &
enthusiasm

greater
awareness of
history, politics &
current events

willingness to try
new things

new
perspectives
that challenge
the students’
thinking

getting out of
their comfort
zone

Figure 16. Four primary themes emerged for Research Question 1.
By the very nature of their international exchange, students were exposed to new
cultures, and all students felt that this experience broadened their understanding of
another community within our global world. All students shared a sense of increased
curiosity, wonder, fascination, or enthusiasm as a result of their journeys abroad. The
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students’ awareness of the global community was expanded in two ways: (a) by having a
greater understanding of history and politics and an increased interest in current events
and (b) by being exposed to new perspectives that challenged the students’ thinking.
Lastly, many students expressed feelings and examples of risk taking by (a) sharing a
willingness to try new things and (b) pushing themselves to get out of their comfort zone.
The four themes that emerged from the data for RQ1 (culture, curiosity,
awareness, and risk) represented various ways that an adolescent student might
demonstrate a broadened perspective of the global community. First, Michelle expressed
great enthusiasm for learning more about the culture of her host country, and appreciated
that this offered her insights to better understand the historical and geographic roots of
Spanish culture. Nathan and Carol valued their exposure to French culture as a way to
better understand and connect with French people. Second, Julie, Danielle, and Felicia,
who each had very different prior experiences with international travel, described their
exchange experiences as special opportunities that inspired feelings of curiosity, wonder,
fascination, and enthusiasm. Third, Amanda, Michelle, Ned, Maria, Carol, Julie,
Heather, and Nathan all gained a greater awareness of the historical, political, and current
issues of their host country by paying close attention to the events and issues of the
community in which they were immersed. From this firsthand experience, news became
more relevant and interesting to these teens. Ned and Julie’s exchange conversations and
observations provoked challenging questions and feelings that lingered long past their
return home. Their increased awareness of others’ perspectives motivated Ned and Julie
to critique their assumptions. Fourth, the exchange experience presented students with
new possibilities that encouraged Amanda and Maria (both experienced young travellers)
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to enjoy and savor these opportunities and motivated Ned and Felicia (both novices with
international travel) to feel secure enough to break out of their comfort zones.
Culture
Exposure to a new culture. All 10 students, and at least one parent or teacher
speaking about each student, shared that experiencing a new culture was a significant
opportunity that encouraged students to broaden their perspective of the global
community. One important feature of the exchange experience was being immersed into
another family’s home and their community, which translated to being immersed into a
new culture. This was a powerful experience for these exchange students because for
some it was their first time travelling abroad, and for all of them it was their first time
living with another family for an extended period of time.
Some students, like Carol who posted her final blog entry with a witty list of
observations about French culture, or Heather who corrected silly stereotypes that all
Australians ride kangaroos, shared their impressions of being exposed to a new culture in
light-hearted, youthful comments that reflected their teenage perspective. In contrast,
Michelle shared her serious appreciation for the opportunity to learn the history and
ethnic background of Spanish culture. Nathan and Carol expressed thoughtful reflections
about their new insights of French culture. Each of these three students shared their
mature understanding of the impact that culture had upon their understanding the global
world.
While Michelle understood that her day-to-day experiences with siestas, tapas,
soccer, pop celebrities, and food gave her a hearty appreciation for Spanish culture, she
most valued her understanding of Spanish history, religious traditions, and festivals that
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were celebrated. Michelle explained that her host family was attentive to teach her as
much as they could about the city’s traditions. Michelle appreciated that the people of
Zaragoza celebrated their cultural pride in religious diversity, “I think they had a special
holiday there, too, where it’s a big fair that celebrates Judaism, Christianity, and Islam all
together, the fusion of everything.” Michelle also enjoyed learning the history behind
some of Spain’s most unusual traditions, “There’s the Running with the Bulls… why on
earth would you run with all the bulls? They would tell me about the tradition, why they
did it” (Michelle, interview, August 5, 2015).
Alicia, who was from Spain and was Michelle’s Spanish teacher for the two years
following Michelle’s exchange, remarked about Michelle’s thoughtful and nuanced grasp
of Spanish culture, “Sometimes when you talk about culture in class… the students tend
to generalize too much about countries. So she was very good in getting the nuances of
the country and be much more understanding” (Alicia, interview, November 11, 2015).
Michelle was delighted by her exposure to a new world of Spanish culture, “I think it
opened my eyes to how a whole other culture is. I’m always opened up to hear what their
story is or what their opinions are of something before I make judgments about them”
(Michelle, interview, August 5, 2015).
Similarly, Nathan and Carol valued that a better understanding of French culture
promoted important insights into the people and communities in which they were
immersed. Nathan reported that his exchange exceeded his expectations, “I learned
everything that I hoped to experience and much more that I could never have imagined or
expected. Overall I am glad that I participated in the experience and have learned so
much about myself and other people and cultures.” Nathan valued gaining a different
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lens through which to interpret the world, “By learning about a whole new culture, I
realized that culture and language should never be a barrier to future relations and
success. I learned that with time and communications I am able to surpass any of these
barriers” (“Nathan research questionnaire,” 2015).
Much like Nathan’s appreciation for language, Carol found that her improved
French skills enriched both her relationships and her ability to experience the culture
through conversation:
Even though it was hard to understand Monique’s grandfather at times, I felt like
comprehending French is so much easier than when I first came here, four weeks
ago. I remember how nervous I was to speak a language I barely knew. But after
hearing French all the time, and being fully immersed in the culture, I can finally
say that I feel comfortable speaking.” (“Carol exchange blog,” 2014)
Carol described in depth what she had learned from Monique’s grandfather about
respecting French culture, “While I was in France… I learned a lot about how hard the
French work to preserve their culture” (“Carol research questionnaire,” 2015). Mary,
Carol’s mother, highlighted that Carol had a deepened understanding of French culture,
“I know she feels like she really understands French people now. Like she understands
how they live their life, how they think, the issues they have” (Mary, interview, October
7, 2015).
Michelle, Nathan, and Carol each benefitted from their exposure to a new culture.
Because of their thoughtful reflections, they were able to learn from their experience and
understand others in a more authentic manner. Gaining a better understanding of culture
promoted a more open, thoughtful, tolerant perspective.
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Curiosity
Increased curiosity, wonder, fascination, and enthusiasm. For teenage students
sharing about their travels abroad alone for the first time, increased curiosity, wonder,
fascination, and enthusiasm were prominent feelings for all 10 students and played an
important role to inspire students to remain open to the many possibilities in their future.
Each student shared that their awakened curiosity carried forward into a variety of
choices and actions long after their exchange was over. The delight that Julie, Danielle,
and Felicia shared about their immersion abroad represented this theme of curiosity.
Despite her lack of Spanish skills, Julie chose to spend a month on exchange
living with Rosalia. Julie’s curiosity and friendship with Rosalia motivated to her to fly
off to Peru, “She treated it as an adventure. She had met this girl, formed a really good
friendship… she was curious about how she lived. I think she felt a little bit intrigued
about going abroad and learning a little bit more” (Doug, interview, October 16, 2015).
Doug described Julie’s decision as a “leap,” adding that this was Julie’s first time
venturing off by herself without her parents, and more importantly, without her twin
sister. As Julie explained, “I wanted to fully immerse myself in another culture and
experience daily life from a different point of view” (“Julie research questionnaire,”
2015). Because she witnessed to power of language to bridge cultural divides, Julie is
now studying Spanish.
Similar to Julie’s experience, Danielle opened herself up to the new experiences
that her immersion offered to her, and her enthusiasm was clear: “I learned that I love
exploring new places. It was so exciting to be in a different city with different people and
customs” (“Danielle research questionnaire,” 2015). Ellen, Danielle’s mother, described
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Danielle’s sense of her newly expanded world, “It opened her eyes to the fact that there
are just so many possibilities in the world, and that what we have right here is a very
small part of that” (Ellen, interview, October 11, 2015). Jorge, Danielle’s Spanish
teacher, echoed Ellen’s feelings that Danielle’s exchange provoked increased curiosity,
“Absolutely she's more curious about cultures in addition to her own and learning about
other Spanish speaking communities because she has realized that this one doesn't speak
for any or all of the other Spanish speaking communities” (Jorge, interview, November
19, 2015). Danielle’s experience has inspired her to be more sophisticated in her
interpretations of Spanish-speaking cultures as she develops her Spanish language.
In contrast to both Julie and Danielle, Felicia had never travelled internationally
before her exchange. Felicia shared her excitement, “I learned new things about a foreign
country, and it was just… it was great! It felt very liberating!” (Felicia, interview,
October 15, 2015). Melina, Felicia’s mother, sensed that Felicia was ready to expand her
experiences and explore life, “I think just learning more of a different walk of life. The
diversity part of it… enhance a little bit more of her knowledge of what goes on outside
of… you know, what's inside her little box.” Alejandra, Felicia’s Spanish teacher,
witnessed the value of Felicia’s exchange, “She was so excited when she came back from
Barcelona. I think for her Barcelona was a life experience change” (Alejandra, interview,
November 11, 2015). For those that know Felicia well, they see her exchange as a
transformative experience, “I hear her talk about that a lot… that this has sort of opened
up a pathway to something so much bigger” (Melina, interview, October 29, 2015).
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Julie was motivated to develop her language skills, Danielle was inspired to better
understand Spanish culture, and Felicia was able to envision a wider world of possibility.
Their experiential learning inspired increased curiosity.
Awareness
Greater awareness of history, politics, and current events. Amanda, Michelle,
Ned, Maria, Carol, Julie, Heather, and Nathan specifically expressed that their exchange
experience helped them develop a greater understanding of the history, politics, and
current events of their host country and inspired interest in the larger regions of Europe or
Latin America.
The eight students who expressed a greater awareness of global history and
politics and an increased interest in current events shared a variety of responses. Amanda
conveyed that her interest in world events was ongoing and has a more global focus,
“Trying to get a piece of each area of the world and not just focus on one… sort of
looking at how France would look at that… not just how the U.S. is looking at that”
(Amanda, interview, July 21, 2015). Michelle focused on learning about significant
social issues in Spain, “There’s a lot of interesting things going on in Spain, especially
economically, because I remember there were a lot of different things with people in
Spain losing their jobs right around that time” (Michelle, interview, August 5, 2015).
Ned shared that following his exchange he was more interested in the world and looked
beyond his home community to learn about the broader global community, “I’ve
definitely tried to learn more about life, not just in Spain, but in other parts of the world,
the Middle East, Asia. I would say it definitely intrigued me to explore more things
outside of the little bubble of home” (Ned, interview, September, 7, 2015).
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Maria, Carol, and Julie all explained that they read the New York Times daily on
their phones and that this satisfies their urge to stay globally informed. Heather was clear
that she had new insights into the world, “I feel like I have a better understanding of the
world or at least Australia” (“Heather research questionnaire,” 2015). Nathan, a German
immigrant who has lived in the U.S. for seven years, explained that he feels very
informed about world events, “I think I have a view into how people in France would
feel. I think that gives me insight into their prospective of world happenings. If you have
an insight into what they think, you get a broad perspective of world news” (Nathan,
interview, September, 3, 2015).
News that had been uninteresting or incomprehensible to these students prior to
their exchange became more accessible. The eight students reported that their attention
was sparked when hearing news concerning their host country. This outward-looking
perspective was a sign of developing maturity in an adolescent student.
New perspectives that challenge the students’ thinking. By putting themselves in
new environments, some students heard viewpoints that made them uncomfortable or
challenged their assumptions and understandings. Ned, Carol, Julie, and Heather related
extensive personal stories of experiences that confronted their thinking. In this way, their
immersion experience opened and tested their minds to consider new frames of reference.
Through self-reflection and investigation, these four students became more open to see
their community and their global world through an alternative, more critical lens.
Ned credited living with Manuel’s family in Spain for his increased interest in
world events. Ned found that discussions with his host family, especially his host father,
challenged his familiar ideas, thus opening him to new insights, “He talked to me about
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Catholics in Spain… to me this was something that was pretty shocking. There are a lot
of conservative Catholics in Spain. I remember talking to the priest about religious
issues, and I was kind of surprised.” Ned was raised in a devout Catholic family, so he
was surprised to learn about a different variant of Catholicism. After Ned returned from
Spain, he found learning about these issues intrigued him. Ned became motivated to
investigate the new views that he had been exposed to and to continue speaking with
people with a potentially different perspective. “I would say… me getting out there and
seeing other parts of the world, and seeing how other people view the United States
definitely made me more aware of our country. Not only Spain, but our country as well”
(Ned, interview, September, 7, 2015).
Much like Ned’s experience, Julie returned home from Peru with a more
questioning approach that motivated hearty discussions. Doug, Julie’s father, reflected
upon the impact that Julie’s exchange immersion might have had upon her newly
emerging global perspective, “She’s developed a more worldly view. She’s made it a
point a few times to say that, ‘oh, Americans always think they’re the best.’ She’s
pointed that out to me a few times.” Julie’s worldview was evolving and increasingly
more critical, and she was viewing issues from different perspectives, “I think she’s also
explored some sort of alternative positions to the… ‘U.S. is always doing the right thing’
kind of attitude. She’s trying to look at it through the eyes of other people.” Doug stated
that Julie had said, “‘I don’t need to be rich.’ She has goals to try to better the world, I
think.” Doug thought about the roots of Julie’s thinking, “I think some of that she picked
up from school, to be honest with you. Her exchange probably reinforced that a little bit”
(Doug, interview, October 16, 2015).
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Ned and Julie felt that their exchange experience created meaningful opportunities
to speak with people who had different perspectives and observe foreign lifestyles. Far
from the expectations of their familiar relationships and surroundings, these two students
found the freedom to explore alternative views. This exposure to new perspectives
increased the students’ willingness and ability to critique their assumptions.
Risk
Willingness to try new things. The first step of getting on an airplane alone to
travel to another country, live with another family, and in most cases, speak another
language, was a brave act for the 10 adolescents that participated in this study. None of
these students lived in an urban environment like that found in Madrid, Zaragoza,
Barcelona, Nantes, Lille, Lima, or Sydney, where these 10 exchange students found
themselves living with their host families.
Their initial courage, coupled with their new environment, seemed to open up the
prospect of being adventurous and taking risks that students might not have taken
previously. All 10 students shared stories of new experiences: some as simple as Ned
trying new foods or Carol conversing in French to Monique’s grandfather and others as
exciting as Maria venturing off into a Madrid café alone or Amanda riding her bike alone
into Belgium. It took confidence to travel alone and to be independent when these
teenagers had been accustomed to their parents and their familiar surroundings to provide
them with the security of guidance and affirmation.
Maria’s exchange exposed her to the fun of new experiences each day with her
host family. As she became comfortable with her surroundings and with her Spanish
skills, Maria didn’t want to rely completely on Carlota, her host sister, for all her
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adventures. Maria wanted to stretch herself, “She said ‘I’m not going to stay home and
watch Spanish TV. I’m going to go out!’” Maria ventured off into the Madrid urban
center by herself, “She went out into the city walking on her own… went to a café and
sat… she watched people, and she surprised me by that, but she absolutely loved it!
Having that freedom and just feeling confident to do it” (Sandra, interview, October 6,
2015). Maria’s openness to what she might have previously thought of as frightening
reinforced that trying something new and exciting can be a wonderful opportunity for
personal growth.
Developing independence and flexibility by taking risks served Maria well several
years later when her college plans did not work out. Maria reflected upon the positive
learning experience from her high school exchange to plan a gap year after one year of
college. Maria planned to spend three months in Argentina volunteering and living with
a host family and another three months studying contemporary world events and living in
a dormitory for international students in Istanbul. While some might view Maria’s plans
as risky, Maria was confident that her newest undertaking would be an important time for
personal development. “I am doing this in order to gain more perspective about where I
want to go to college and what I want my career to look like” (“Maria research
questionnaire,” 2015). Reflecting upon experiences like her immersion in Madrid, Maria
understood that she had the power to turn her college disappointment into a gap year of
exploration and new possibilities.
Just as Maria walked off into the Madrid city-center alone, Amanda rode her bike
across the river and into Belgium alone:
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My curiosity and confidence grew. Deciding to be adventuresome, I continued
across the river. This may not sound like anything special, but this water divide
happened to be la frontière (the border)… marking my symbolic transition to
adulthood. A simple bike transported me across that geographical boundary, but
the occasion marked something much more momentous than that. I discovered
that I was no longer a kid, and that I had greater ambitions and purposes for
myself in my family and community. (“Amanda college essays,” 2015)
Denise, Amanda’s mother, confirmed the impact of her experience, “She has just
blossomed into an incredibly confident young woman who's willing to take more risks
than… than certainly in days past” (Denise, interview, August 20, 2015). Carmen,
Amanda’s French teacher, witnessed Amanda’s transformation and enthusiastically
described the impact on Amanda, “I think it was tremendous, a tremendous positive
influence for her. It was awesome to see her come back and having blossomed… that
was amazing, amazing!” (Carmen, interview, November 10, 2015). Much like Amanda’s
descriptions in her college essay, new experiences can be the springboard to personal
growth.
Maria’s solo visit to the café and Amanda’s solo bike ride across the French
border had a profound maturing effect upon these two emerging young adults. Their
stories and feelings reflected a willingness to take risks, to venture out alone, and to open
themselves up to new experiences. Their worldview was forever changed.
Getting out of their comfort zone. Amanda, Ned, Maria, Carol, Heather, and
Felicia all shared strong feelings about the importance of getting out of their comfort
zone. The other four students, Michelle, Niklas, Julie, and Danielle also spoke about the
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importance of their new environment and new challenges while on exchange, but they did
not specifically refer to the concept of their comfort zone. By breaking out of their
familiar surroundings and being away from the security of their family and friends, all 10
students expressed that their exchange was an empowering opportunity for personal
growth.
For Ned and Felicia, being out of their comfort zone offered a significant time and
space for self-reflection and personal development. Another important characteristic of
this theme was the understanding that new relationships and new environments created a
new comfort zone within which the students could experiment with new identities. It was
probably not a coincidence that both Ned and Felicia, who had never travelled abroad
before their exchange, felt the power of their international immersion experiences.
Ned explained that he had never really left home before. Laurie, Ned’s mother,
remembered that Ned was probably at a developmental phase in his life where he was
open to try something new, “He had been thinking… you know, spread his wings, go try
something” (Laurie, interview, October 19, 2015). Being out of his comfort zone and
embracing his discomfort energized Ned and motivated him to make significant personal
priority changes when he returned home:
I would say it was the fact that I was speaking a language that I wasn’t used to
speaking, and I had to get comfortable with being uncomfortable. Going out of
my comfort zone definitely gave me a rush of some sort, and I think little things
like that triggered something in my brain. And then I realized that I wasn’t
enjoying the things I was doing, and I wanted to go out of my comfort zone even
more. (Ned, interview, September, 7, 2015)
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Derek, who worked closely with Ned as the school radio and journalism advisor, shared
his observation of Ned during this time period following Ned’s exchange, “Oh, yeah, he
said it was the best thing he ever did! After that, it opened up everything. He kind of
found himself after that, and that opened up the possibilities” (Derek, interview,
November 23, 2015). Essentially, Ned needed to get out of his comfort zone to gain a
new perspective on his life. From his new vantage point, Ned was able to develop in
ways that were previously unimaginable.
Just like Ned, Felicia had never travelled abroad. Felicia explained that her
experience has encouraged her to challenge her doubts about unknown new experiences.
By “meeting new people, learning and experiencing new things about a culture I wasn't
familiar with, stepping out of my comfort zone to live in a completely different country
has inspired me to step out of my comfort zone more often” (“Felicia research
questionnaire,” 2015). Felicia’s experience demonstrated that when students reflect upon
their positive, while also challenging, learning opportunities, they develop greater
confidence with each new exploration. “I’m able to go out more into my uncomfortable
zone just so that I can experience the things… because I know that in the end, I’ll be
grateful to my past self for making these decisions” (Felicia, interview, October 15,
2015).
Melina, Felicia’s mother, shared that Felicia’s exchange opened up a new path of
possibilities for Felicia. Felicia valued this and wrote Melina a letter upon her return
from Spain:
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I think she thinks about how unique it was that she of all the youth got to take
advantage of this journey. It just would never be something in our horizon as a
family, and so for her to be able to take advantage of that I think is quite unique.
Only a few months had passed when I interviewed Felicia and Melina, so Felicia’s
experience was still very fresh in both of their minds. Melina was overjoyed with
Felicia’s immersion, her personal growth, and the impact it has had on her, “I think this is
one of her best years so far.” (Melina, interview, October 29, 2015).
For many of these exchange students, especially Ned and Felicia, the exchange
environment represented a special place out of their comfort zone. The host family and
the host country created a new comfort zone, within which Ned and Felicia could
experiment with new identities, express themselves in new ways, and expand their
horizons in ways that had been previously unthinkable.
Summary of RQ1: Broadened perspective
For the exchange students who participated in this research study, it was
powerfully clear that their perspective of the global community was broadened in
multiple and dynamic ways as a result of their immersion experience. The opinion
survey indicated that students perceived the most significant impact on (a) their view of
their home, school or larger social community and (b) their ability to see their country
through a lens of another culture. These opinions complement the themes of culture,
curiosity, and awareness that emerged from the qualitative data and demonstrated that the
students’ view of their world was broadened by their international exchange.
All 10 students shared stories and feelings about the benefits of their exposure to a
new culture. Every student shared reflections about their exchange opportunity that
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revealed a sense of increased curiosity, wonder, fascination, or enthusiasm; and some had
many of these feelings. Eight of the ten expressed a receptive attitude and increased
awareness toward learning the history, politics, and current events of their host country;
and four students experienced increased awareness as a result of significant challenges to
their familiar assumptions. Six students articulated the value of getting out of their
comfort zone as a means of personal development, and all students shared a story about
trying something new. Each exchange experience was unique, and yet each immersion
shared the common feature of expanding the students’ perspective of the global
community.
Research Question 2: To What Extent Do Students Demonstrate Care for
Their Fellow Human Beings Beyond Their Home Community?
Opinion survey: Care for fellow human beings
Two of the 13 survey questions offered several insights into RQ2. The students
were asked: To what extent did your participation and experience with the CCA
exchange program: (a) Change your ability to work effectively with others and with
people who may be different from you? and (b) Cause you to change your interactions
with strangers or other unfamiliar people? These questions focused on how the students
felt about working and interacting with others, especially with people who they perceived
as different. Our interactions with others are representative of how we care for others.
Figure17 illustrates that of the 42 respondents, (a) 36 (86%) perceived a moderate
or significant impact for working effectively with others and (b) 34 (81%) perceived a
moderate or significant impact for change in interacting with strangers. (See Appendix
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M for complete survey data.) This represents a large majority of exchange students who
felt a moderate or significant impact upon their care for others.

Figure 17. Opinion questions
highlighted RQ2: Care for fellow
human beings.
Emergent themes for RQ2: Care for fellow human beings
The qualitative data collected from students, parents, and teachers formed a rich
narrative describing the students’ exchange experiences. All 10 students shared thoughts
that represented in a variety of ways their sense of concern for their fellow human beings.
Three main themes emerged from the data: relationship, caring, and service.
Adolescence is a time dominated by social dynamics with teen emphasis on themselves
and their peer friendships. All of the exchange students conveyed the theme of
relationship by describing meaningful interactions with their exchange partner, family,
and community that were influenced by their immersion abroad. Each of the 10 students
demonstrated the theme of caring with behaviors that expressed feelings of (a)
welcoming and sharing, (b) empathy, or (c) language sensitivity. Lastly, the theme of
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service was demonstrated by the students’ motivation to work with people beyond the
their familiar boundaries.
To what extent do students demonstrate care for their fellow human beings
beyond their home community?

RELATIONSHIP
exchange
partner,
family &
community

CARING

SERVICE

welcoming &
sharing

working with
people beyond
familiar
boundaries

empathy
language
sensitivity

Figure 18. Three primary themes emerged for Research Question 2.
The three themes that emerged from the qualitative data for RQ2 (relationship,
caring, and service) characterized the many ways that young students might demonstrate
care for their fellow human beings beyond their home community. First, Michelle and
Felicia made especially strong friendships with their exchange partners such that they
thought of each other as family. For Michelle, her relationship has endured years past
their original reciprocal exchange; and for Felicia, she was taught a profound lesson
about the role of respect when building relationships when her host family honored her
ethnic heritage. The ongoing efforts committed to these relationships were a sign of care
for others. Second, Amanda and Heather demonstrated caring by welcoming and sharing
in the generous manner in which they each responded to their immersion experiences.
Michelle, Carol, and Julie expressed caring as empathy with their stories of sincere
kindness and concern for others that was informed by their own firsthand experiences.
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Informed by his personal experiences with language barriers, Ned showed caring with
sincere language sensitivity. Third, the theme of service was highlighted by Julie’s
authentic outreach to the Latino community expressed by the reciprocity of her desire to
care for and learn from others as a means of working with people beyond her familiar
boundaries.
Relationship
Exchange partner, family, and community. It was significant to observe when
students truly befriended and engaged with their exchange partner and host family. The
stories conveyed by Amanda, Michelle, Maria, Julie, Heather, Danielle, and Felicia
presented examples of teens breaking out of their familiar bonds to create meaningful
relationships. Michelle has maintained a strong relationship years after their exchange,
and Felicia’s host family taught her the power of relationship.
Michelle felt that she gained a second family in Spain, and she has worked to
enrich this relationship despite the geographic distance, “I think my friendship with
Isabel… forming that bond really closely with someone that lives really far away and
their whole family… I think has had the most impact because I feel like I can always
reach out to her” (Michelle, interview, August 5, 2015). Michelle and her family not
only opened their home up to Isabel for the reciprocal exchange; but when they learned
that she wanted to be a teacher, they set up an extraordinary opportunity for her and
invited her to return to their home the following summer. Michelle explained the effort
she went through to develop a plan as well as create a meaningful teaching opportunity to
enrich Isabel’ career plans:
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I was on a mission. My Spanish exchange sister and I wanted to become summer
teachers. Although I had to negotiate with the [Program] Director to take us both,
the deal we struck was worth it. In exchange for working extra hours, translating
for Spanish-speaking families, and creating new activities, Isabel and I spent the
summer together mentoring 50 students. We taught Math and English, and we led
activities: dance and bottle rocket building. But at the end of each day, no matter
how exhausted we felt, we couldn’t stop talking about our Program kids, ways we
could teach better, and the funny moments we’d shared. (“Michelle college
essays,” 2015)
Alicia, Michelle’s Spanish teacher, observed the deep bond that Michelle developed with
Isabel, “It's like when you want to show something that you really love to somebody you
love” (Alicia, interview, November 11, 2015). Michelle felt that her bond with Isabel
was a bond that will last her lifetime.
In a different manner, Felicia quickly came to understand the power of
relationship beyond her familiar family structure because of the extraordinary kindness
and respect with which her host family embraced her. Isolina’s family honored Felicia’s
heritage culture, ensuring that Felicia felt comfortable and secure. Within this context,
Felicia, who had never travelled away from her family, could relax and open herself up to
her host family.
Caring can be demonstrated in many ways, and certainly showing a sincere
appreciation for another’s culture communicates genuine respect and forms the
foundation of a strong relationship. Felicia had a profoundly moving experience with her
host family in Barcelona that taught her this lesson firsthand. Melina, Felicia’s mother,
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put Felicia’s experience into a very personal context when she shared a story that made a
strong impression on Felicia and endeared Felicia to her host family. Felicia’s parents
are immigrants from Tonga. Soon after Felicia arrived in Barcelona, Tonga was having a
coronation for their new king. Since Spain also has a monarchy, Isolina’s family was
very interested, discussed it, and watched the coronation on TV. Melina explained:
Felicia was almost embarrassed because it seemed like they knew a little bit more
about it than she did. She didn't know there was going to be a coronation. I felt
like they really took the time to really get to know her, where she's from.”
Felicia felt welcomed, respected, and valued; a feeling that she hasn’t always had at
school and in her community. Felicia’s host family taught her an important lesson about
how best to treat others, especially guests. Felicia experienced respect and authentic
interest in her heritage culture:
That was very, very special. Felicia said, ‘I was so proud to be Tongan… and not
only I look different, but it was a celebration of just that.’ Here's Felicia, her
name is different, she's a different color, and… things like that, so it was nice.
(Melina, interview, October 29, 2015)
Felicia shared with a great deal of emotion about her initial fears and
disorientation by being away from her family and far out of her comfort zone. Her host
family embraced her with hospitality and respect, which opened the possibility for Felicia
to settle into her immersion. Because of the extraordinary kindness that Isolina’s family
extended to Felicia, she was able to respond to her new, unfamiliar home with a feeling
of security; and from this foundation of security Felicia was able to extend herself fully
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into the relationships with her new, Spanish family. When sharing her symbolic artifact,
Felicia wrote about the bracelets that represent the love that she felt:
I wear them everyday to remind me of my trip and to make sure I don't forget the
relaxing feeling and beautiful culture of Spain; and actually the pink and blue
anklets in the photo were gifts from the family, so they remind me of the genuine
welcoming and love I felt from my host family. (“Felicia symbolic artifact,”
2016)
Immediately upon her return to school, Felicia joined and became a leader within the
Global Citizens Group, making a deliberate effort to engage with the guests who came to
CCA as exchange students from abroad. Felicia carried her feelings forward when
welcoming new exchange students to CCA by showing curiosity and interest for their
cultures. Felicia embraced the care that Isolina’s family extended to her and recreated
their hospitality in Felicia’s actions at school.
Michelle and Felicia took the risk to open themselves up to the possibility of a
friendship with very different people who lived in a very different part of the world,
which is surely symbolic of care for their fellow human beings. The care that was shared
within exchange partnerships created a lasting treasure of friendship far beyond their
familiar circles at home. From their endearing experiences of friendship, Michelle and
Felicia reflected back on their exchange and carried their memories forward to anticipate
other meaningful relationships when they choose to engage and care for their fellow
human beings.
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Caring
All 10 students shared thoughts and stories that symbolized caring behaviors such
as welcoming and sharing, empathy, and language sensitivity; and many stories
represented a dynamic including several of these caring behaviors. Students’ care for
others represented interpersonal connections that had been influenced by their immersion
experiences. Because of the unique two-way reciprocal nature of the exchange program,
the exchange students had the opportunity to be on both sides of the experience: being the
host and being the hosted. How did they feel as an exchange student? How did they
want to respond to others given their experience? Several students extrapolated what
they learned from their experience to act with added kindness and to question and
consider how they wanted to treat others in the future.
Welcoming and sharing. Welcoming and sharing represented a generosity of
spirit. Michelle, Ned, Maria, Julie, Heather, Danielle, and Felicia all felt an extraordinary
hospitality from their host family and this promoted a sense of reciprocity to extend a
similar wonderful welcome to either their exchange partner or to other exchange students
who came to CCA. On the other hand, Amanda, Nathan, and Carol felt a less than
attentive welcome and effort from their exchange partner during their immersions in
France. Each of these three responded to their feelings of lack of care and attention by
being motivated to treat others, especially subsequent exchange students, with an extra
welcoming spirit. Extending kindness to others was a value that all 10 of these students
shared and that demonstrated their care for their fellow human beings.
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After Amanda hosted Celeste in the winter, Amanda then travelled in the summer
to France to be hosted by Celeste and her family. Amanda’s mother, Denise, shared what
was a disappointment and could have created a difficult barrier between the two girls:
This young woman didn't really invest the same kind of time and energy into
Amanda's stay, and so I think that in a way that that might have actually impacted
Amanda. It was kind of a lesson in how not to behave. (Denise, interview,
August 20, 2015)
Amanda was optimistic and flexible with the household dynamics, and explained, “In
many ways I was actually closer to the rest of my host family than to Celeste. I wish my
exchange student and I grew a bit closer. Luckily she had an incredible family”
(“Amanda research questionnaire,” 2015). This experience was the source of an
important lesson about how to care for guests in your home and by extension, in your
community and at school.
Amanda returned to school and was instrumental in starting the school’s Global
Citizen’s Group, whose members’ mission was to welcome exchange students and
engage with them for the duration of their stay at CCA. Denise shared that Amanda’s
experience was “more important in terms of the way that she responded to and interacted
with other exchange students who came to our school, and it was very important to her
that every student have a good experience” (Denise, interview, August 20, 2015).
Amanda’s legacy lived on because Nathan, Julie, Heather, Danielle, and Felicia
(exchange students in 2014 and 2015 after Amanda had graduated from CCA) all became
active members of the Global Citizens Group following their exchange immersions.
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Even when these students had completed the responsibility of their reciprocal exchanges,
they continued to actively welcome the school’s exchange guests.
In contrast to Amanda’s experience, Heather had an extraordinary welcome by
Eileen, her exchange partner in Sydney. After leaving Sydney, Heather wrote on her
blog about her excitement and desire to be a good host to Eileen: “I would go back in a
heart beat, and I can’t wait until February when Eileen comes, and I can show her all that
I can of California” (“Heather exchange blog,” 2014). Within a four-month span in the
winter and spring of her sophomore year, Heather hosted two different exchange
students: Eileen and Sinead. Heather took this responsibility seriously by arranging her
schedule to ensure she had the time and energy to properly welcome her guests and share
her exchange experience to the fullest. Jennifer, Heather’s mother, explained: “She
consciously made a choice not to play lacrosse last year so that she could be available to
help with the hosting of the two girls” (Jennifer, interview, October 23, 2015). Heather’s
mature commitment to her exchange guests demonstrated that she cared deeply about
their wellbeing.
Amanda and Heather, as expressed in their interviews, as well as Nathan, Julie,
Heather, Danielle, and Felicia, as active members of the Global Citizens Group, exhibited
the caring behavior of welcoming and sharing. (The Global Citizens group did not exist
when Amanda, Michelle, Ned, and Maria attended CCA.) Six other exchange students
(Amanda, Ned, Maria, Nathan, Carol, and Julie) expressed a similar sentiment of being
vigilant about the comfort of their exchange partner while they were hosting. In addition
to the students’ generous embrace of hospitality with a welcoming spirit, every parent
shared a similar sentiment highlighting the value to their son or daughter’s development

151
by being responsible for an exchange student. Parents felt that students learned valuable
lessons of focusing on others’ needs as well as sharing their homes and their time.
Empathy. The ability to understand and share the feelings of another human
being is the definition of empathy. Michelle, Carol, Ned, Nathan, Julie, Maria, and
Danielle told specific detailed stories that included feelings of empathy toward others.
These students talked about the feeling of being disoriented and disconnected when they
found themselves immersed into a group of students they did not know and who were
rapidly speaking their native language. Students understood this as expected discomfort
that comes with exchange in a foreign country; nonetheless, it was alienating when it
happened. The lesson learned for these exchange students was empathy for others who
might also be in this situation. Because these students had experienced the discomfort of
being away from home, speaking a different language, and living amidst a new, foreign
culture, they could do more than understand their exchange partner’s feelings; they could
share those feelings from their own firsthand experience.
One example of this uncomfortable language barrier occurred when Carol spent
the last four weeks of the school year in Nantes with her exchange partner Monique.
Carol explained that the school was quite strict; the teachers unfriendly; her host had a
medical issue, so Monique was away from school for much of Carol’s visit; and she was
a true beginner with the French language. Needless to say, it was a challenging time for
Carol. Anaëlle and a few other French girls went out of their way to comfort and
befriend Carol, which made a lasting impression on her. When describing her symbolic
artifact, Carol explained the lesson of courage to extend kindness toward others who are
outsiders, “Anaëlle and her friends showed me the importance of having the courage to
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be nice with strangers. Because of her overwhelming kindness, I will always remember
Anaëlle!” (“Carol symbolic artifact,” 2015).
Carol’s experience fostered the development of an authentic empathy for others
who might be experiencing similar challenges in a new experience. Mary, Carol’s
mother, expressed her sense of Carol’s increased understanding: “I think you have more
sympathy and understanding than you could ever have without having been through it
yourself” (Mary, interview, October 7, 2015). Times of challenge were often times of
meaningful learning and personal development. Bruce, Carol’s World History teacher,
observed a change in Carol, “There's a graciousness and a hospitality that she kind of has,
and I don't know how much of that was connected to the experience in France, but clearly
I think some of it was.” It was difficult to ascribe causality to a given experience,
especially for a developing teenager; nonetheless, Bruce, felt that Carol’s exchange made
a positive impact, “That was a change I noticed from sophomore to junior year, and I
think that France definitely contributed to it.” (Bruce, interview, November 17, 2015).
Carol and Julie shared similar stories that stemmed from language barriers. Julie,
who did not study Spanish and spent a month in Peru, expressed a deeper empathy for the
challenges that exchange students have, given her experience in Lima:
Thinking about the exchange students coming here, it’s really helped me
understand what they’re going through. When Lulu came over, I understood how
good it felt to be welcomed in a really, really family way, and make sure that she
feels completely at home. I realized how much of an impact that has.
Similar to Carol, Julie felt that she developed more kindness as a result of her exchange:
“it’s definitely made me more open and friendly, too.” (Julie, interview, October 6, 2015)
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Julie’s exchange experience, which was at least a year and a half prior to this
research study, had a deeper impact upon Julie’s values and priorities. Jane, who taught
theology and social justice and was mentoring Julie for her senior independent honors
project, had a unique lens to interpret Julie’s values. Jane described Julie’s approach to
authentic experiences interacting with others as primary theology, meaning living life and
then reflecting on it afterwards. Jane understood Julie’s sense of empathy as a form of
solidarity with others:
One thing that I notice about her is seeing a need, being very sensitive to
suffering, and letting that drive her motivation to do and to learn whatever it is she
needs to learn to put something into action so that she can kind of grow in
solidarity and actually create a change. (Jane, interview, November 16, 2015)
Doug echoed this feeling of sensitivity and spoke about Julie’s increased empathy toward
others, “I mean I think she’s definitely empathetic towards people that are not so
privileged.” Doug believed that Julie’s travels reinforced her empathy and broader
caring behaviors.
The common thread in these two stories was that the students’ experiences outside
their familiar environs of home and school created powerfully personal emotions that
influenced the students’ subsequent behaviors. Expressing empathy others facing a
challenge, and in Julie’s case, communities in need, demonstrated care for their fellow
human beings.
Language sensitivity. Each of the exchange students, except Heather who
travelled to Australia and Ireland, had stories to share about the hurdle they had to
overcome immersing themselves into the host families where Spanish or French was
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spoken. The feelings of frustration and loneliness, as well as pride and accomplishment,
were present in all nine of the students’ responses in the context of language. For Ned,
language was initially disorienting and eventually empowering, and also a sign of cultural
respect. Ned internalized lessons learned from his immersion and shared increased
language sensitivity moving forward.
Ned described speaking Spanish in Madrid as “humbling.” Ned realized that
overcoming the language barrier and communicating with those around him was an
important aspect of his immersion experience, “The effort you give and the determination
to be better at the language is what people really appreciate. Because if you have a
simple grasp of the language, then you can easily get your point across.” Ned was
reflective to understand that speaking in the local language communicated much more
than just words, “I would say that showing that you’re interested in their language shows
that you’re interested in their culture and way of life. I think that’s something that they
really enjoy rather than some snobby tourist coming in and feeling entitled to different
things,”
More than two years after his immersion in Spain, Ned retained his sensitivity to
language and to others who might be feeling similar challenges that he faced as a
foreigner, “Something triggers in my head to be super-hospitable, because I know how
tough it is to adapt. I definitely have noticed that in my character… meeting a foreigner
since I’ve come back… it’s always interested me.” He shared a story about a recent
interaction:
I work as a waiter and a bartender. There’s a woman the other day that came in,
and I knew she was Spanish speaking, so I started speaking in Spanish, and
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started talking to her, and she said she was from Chile, and I guess… there’s
something… I realized that it’s tough to be from another place and speak another
language. (Ned, interview, September, 7, 2015)
Ned’s kindness to reach out and speak to the woman in Spanish was a caring gesture that
originated from his firsthand experiences. Ned understood that language embodied more
than just communication; it represented respect and authentic human interaction.
Service
Working with people beyond familiar boundaries. Another meaningful way to
demonstrate care for one’s fellow human beings is to engage in service to others. When
students working with people beyond their familiar boundaries, this service can be
undertaken with a spirit of reciprocity, care and humility. Carol shared about her summer
work with Swim Buddies, a swim program for the developmentally disabled. Danielle
spoke about volunteering in the juvenile criminal justice system. Amanda told me about
her tutoring with children from a local underserved community school. Maria spent time
in Panama volunteering for Global Bridges, a medical group providing basic medical
services in international rural communities. Michelle and Isabel volunteered at a summer
science camp for an underserved community. Julie returned from her exchange in Peru
feeling energized to get involved volunteering with the local Latino immigrant
community. The outreach that these six exchange students engaged in was a sign of
generosity and care for those beyond their familiar settings.
Julie learned from her Peruvian family about the value and power that was
ascribed to those who can speak English, especially immigrants to the U.S. Thus, Julie
chose English tutoring at various venues with a majority of Spanish-speaking participants
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as her form of community service. By engaging in English tutoring, Julie could benefit
by continuing with her emerging Spanish skills while at the same time make a positive
contribution to a perceived need. Julie explained that she liked to take time to listen to
and learn from their stories, “A lot of the people that I work with at JobTrain have been
through crazy life experiences, and they tell me their stories. And listening to them, their
stories, and sort of understanding how different people’s lives are” (Julie, interview,
October 6, 2015). Julie’s volunteer time was a way to interact with others outside of her
familiar routine, “I love to interact with people and kids that I would normally not meet
through tutoring at the Youth Center and at JobTrain's GED prep classes.” (“Julie
research questionnaire,” 2015)
Julie shared her concern for those with whom she worked and about her interest to
be able to communicate better:
I really want to learn Spanish because when I tutor, at the Youth Center and at
JobTrain… at both places there are lots of Spanish speakers, and I think the work
that I’m interested in doing later… it will definitely help if I know Spanish
because I’m really interested in immigration.
Julie worked five weeks last summer as a 5th grade teacher's assistant for an enrichment
program for students from an underserved community. Jane, Julie’s independent study
mentor, described Julie’s motivations, “She’s in tune with the relationships around her,
the importance of being in a relationship with those whose voices that are marginalized”
(Jane, interview, November 16, 2015).
The reciprocal nature of Julie’s volunteering was that when Julie tutored English,
in return she learned from people’s life stories and improved her Spanish. Similarly,
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Carol, Danielle, Amanda, Maria, and Michelle were all engaged in service to others
whom they would not have normally interacted with in their usual school and community
schedules. Each of these students was reaching out to their community members to
engage in meaningful service to others, which in turn was a generous sign of caring for
their fellow human beings.
Summary of RQ2: Care for fellow human beings
The qualitative data shared by the students, parents, and teachers was abundant
with examples of students’ care for their fellow human beings beyond their home
community. The opinion survey highlighted that a majority of students perceived that
their exchange experience influenced a moderate or significant change in the (a) their
ability to work effectively with others and with people who may be different from them
and (b) their interactions with strangers or other unfamiliar people. The frequency
patterns of the responses presented data that exchange students believed that they showed
greater care for their fellow human beings.
All 10 students referenced the importance of relationships outside their familiar
boundaries that were influenced by their exchange experience. Students felt the powerful
bond of loving relationships with their exchange partner and host family. These
relationships extended to the international community during the reciprocal exchange and
transformed the students’ sense of connectedness with the global world. Each student
demonstrated caring behaviors in the form of welcoming and sharing, empathy, or
language sensitivity. Many student stories included the synergy of several of these caring
behaviors. Lastly, service to others was surely an example of care beyond ones’ familiar
boundaries. Care was expressed in many forms, and these exchange students
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demonstrated their care for their fellow human beings in numerous thoughtful and
dynamic behaviors.
Research Question 3: To What Extent Do Students Internalize What They Learned
from Their Global Experience By Willingly Embracing a Global Citizen Identity?
Opinion survey: Embrace of a global citizen identity
Five of the 13 survey questions highlighted themes that emerged from RQ3. The
students were asked: To what extent did your participation and experience with the CCA
exchange program: (a) Give you a new awareness of your own cultural biases? (b)
Change your sense of self-confidence? (c) Cause you to think about your personal values
or priorities? (d) Cause you to have a modified sense of your own identity? OR (e) Cause
you to be more outgoing? The five survey questions focused on a perceived adjustment
of the students’ self-expression and identity.

Figure 19. Opinion questions highlighted RQ3:
Embrace of a global citizen identity.
As shown in Figure 19, all five questions resulted in at least 17 students (40%)
who perceived a significant change, and three of those same questions (a, b, e) also had at
least 15 students (36%) who indicated a moderate change. The most obvious question
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with respect to RQ3, (d) modified sense of your own identity, showed that 36 students
(86%) felt that their exchange experience had impacted their sense of identity (combined
significant, moderate, or small impact). (See Appendix M for complete survey data.)
These survey responses highlight that students may have learned, matured, and developed
in such a way that they had embraced an identity enriched with some characteristics of
global citizenship.
Emergent themes for RQ3: Embrace of a global citizen identity
The collection of qualitative data gave the students a chance to reflect and share
their perceptions of their exchange experience. Several interview questions elicited the
students’ thoughts about the extent to which they may have internalized the lessons
learned from their exchange experience and their willingness to embrace a global citizen
identity. Two main themes emerged from the data: personal development and global
mindset.
To what extent do students internalize what they learned from their global
experience by willingly embracing a global citizen identity?
PERSONAL
DEVELOPMENT

confidence

GLOBAL MINDSET

identifying as an
exchange
student

independence

maturity

future decisions
include global
characteristics

Figure 20. Two primary themes emerged for Research Question 3.
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Personal developmental phenomena in the form of confidence, independence, and
maturity represented positive growth for adolescents. Every student and parent and most
teachers highlighted at least one of these developmental characteristics in their
interviews. These traits were found to be complementary and many demonstrated by the
same student. Lastly, all students expressed that they made decisions with a global
mindset by either by (a) identifying as an exchange student or (b) making plans for the
future that included global characteristics.
The two themes that emerged from the data for RQ3 (personal development and
global mindset) indicated ways that students internalized what they had experienced from
their immersion abroad. First, personal development was most commonly highlighted as
confidence, independence, and maturity. Amada left home as a child and returned as a
confident young woman, and Maria’s confidence supported her through a challenging
decision to leave college and explore Argentina and Turkey during a gap year. Heather
embraced her emerging independence with a “can-do spirit” while Amanda, Michelle,
Carol, and Julie expressed their independence through a unique and challenging Senior
Honors Independent Study project. Felicia developed a sense of maturity and comfort in
her own space, which translated to opening herself up to new friendships and
extracurricular endeavors when she returned to school. Second, Nathan, Danielle, Carol,
Heather, and Felicia each embraced their identity as exchange students by eagerly sharing
about their exchange experiences with friends, family, and the broader community.
Lastly, all 10 exchange students: Amanda, Michelle, Ned, Maria, Nathan, Carol, Julie,
Heather, Danielle, and Felicia all presented a global mindset for their future by looking
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forward to study abroad, returning to their host countries, living and working abroad as
adults.
Personal development
The dominant theme from every student, parent, and teacher was the growth in
personal development that the exchange students experienced following their immersion
abroad. It was a challenge to tease out the differences between confidence,
independence, and maturity because these emerging adolescent traits were synergistic in
nature. What is the difference between a confident student who experiences a sense of
independence and an independent student who demonstrates maturity? This
interconnection probably explained why every research participant referenced one or
more of these three traits as the most clear and important outcomes of the students’
exchange experience.
Confidence. In my interviews, the overwhelming message was that the exchange
opportunity promoted a sense of self-confidence. Examples of independence and
maturity were often included as complementary characteristics. Amanda’s parents saw
her growth in confidence immediately; whereas Maria’s drew upon her confidence to
help her effectively manage a challenging phase in her life.
Amanda’s mother, Denise, and father immediately saw the transformative power
of her exchange experience when they arrived at Celeste’s home after Amanda’s one
month of immersion:
In Amanda's case there was absolutely a moment when we could see a difference
and we could see her… a huge difference between the little girl and the woman
that she would become and that was when we picked her up in France at the end
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of her exchange. So I can absolutely pinpoint, you know, that as being sort of the
transition time. (Denise, interview, August 20, 2015)
Carmen, Amanda’s French teacher, also acknowledged this impact, “I would say she was
very shy, and I think she blossomed, she absolutely blossomed… every time she would
speak French with me. Probably the biggest change would be her confidence” (Carmen,
interview, November 10, 2015). Fortified with her newly developed confidence, Amanda
went on to excel in French class, lead the French Club, create the Global Citizens group,
complete a senior honors independent study on Paris and the post WWI American
expatriate literature, and graduate from CCA with the highest school award of distinction.
Much like Amanda’s development, Maria felt that she gained plenty of
confidence from her exchange experience. Maria self-identified as an introvert;
nonetheless, her immersion into another family was a positive experience and
demonstrated that with more confidence she was able to grow in ways that she desired:
I gained enormous amounts of confidence and surprised myself with my ability to
form fast friendships with my host family and friends. As an introvert, it was a
huge challenge for me, but I got back so much wonderful feedback about how
kind and sweet and smart I was that I was able to push myself and be the more
outgoing person I have always wanted to be. (“Maria research questionnaire,”
2015)
Sandra, Maria’s mother, agreed that Maria’s most powerful development as a result of
exchange was her confidence, “I think that the biggest thing was having greater
confidence and improving her self esteem among new people. I think that was the
biggest take away from her exchange program” (Sandra, interview, October 6, 2015).
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Maria’s confidence has served her well. When her college dreams did not meet
her expectations, she had the confidence to make difficult choices that were very much
out of the norm for her peers. After her first year at college, she withdrew from school
and, inspired by her high school exchange experiences, created an extraordinary gap year
for herself. Her gap year plans of volunteering in medical clinics and living with an
elderly woman in Argentina and then studying with international students in Istanbul
were certainly not for one lacking in confidence. Maria gained a truly powerful gift from
her exchange: self-confidence.
The confidence that Amanda and Maria developed through their exchange
experience had a lasting impact. Both students were able to harness their confidence as
they moved forward in their young adult lives.
Independence. Each student experienced independence as a fundamental feature
of his or her reciprocal exchange. They all travelled to another country by themselves,
lived within a host family for three to six weeks of the summer, and negotiated the
language and culture in their own individual manner. It was not surprising that
independence was a prominent theme for these students. Heather embraced her spirited
and youthful independence by returning home and to school with a lively positive energy.
Four of the exchange students chose to delve into the school’s Senior Honors
Independent Study program; by successfully completing their uniquely designed research
studies they demonstrated their strong sense of independence.
While Heather had travelled as a young girl with her family on international
vacations and with her father on student service-learning trips, she had not travelled alone
before her first exchange. Jennifer, Heather’s mother, described the experience at the
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airport’s international terminal when Heather was leaving for her solo 14-hour flight to
Sydney, “So when she marched through security to go off to Australia, we didn't even see
her to the gate. She just went and no looking back. She didn't look back at us. She just
marched right through security” (Jennifer, interview, October 23, 2015). Maureen,
Heather’s teacher, explained that Heather had a very difficult freshman year in high
school, which made her positive exchange experience that much more significant.
Maureen explained that Heather returned to her sophomore year with a new sense of
possibility, “For her to feel a sense of both connection and independence and excitement
around being able to explore new places, new cultures, new people… was really powerful
for her. It gave her the sense of ‘wow!’ this is out there, this is how different people live,
or this is how I could feel in my life” (Maureen, interview, November 20, 2015).
Heather explained why the reciprocal exchange offered a unique, age-appropriate
growth opportunity for youth:
I think it's really important because it gives you a taste of not being on your own,
but kind of being away from your family and living with another family and of
just being away from your house and being in a different culture when you're not
with the comfort of your family members or the comfort of a hotel. You're going
to a completely new place that you've never been to and you're living with
strangers. I think that's a really important experience because it's really unique.
(Heather, interview, October 5, 2015)
Jennifer summed up that Heather’s independence and confidence are demonstrated by her
mature decision making, “These mature decisions that she makes… I just kind of stand
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back and I just say, ‘that's her’ because it's not coming from me. I do think that she
blossomed and that she's got a confidence” (Jennifer, interview, October 23, 2015).
As a different expression of independence than what Heather displayed, four of
the 10 exchange students went on to complete a particularly challenging academic
accomplishment that required exceptional sense of independence. CCA had a Senior
Honors Independent Study (SHIS) program designed for its strongest students. The SHIS
invites students in the highest academic standing to design a one-semester research study
that they conduct with an on-campus advisor and three university mentors. Out of
approximately 150 seniors, only 14 students in 2014 and 2016 completed a SHIS project.
It was remarkable to realize that in 2014, Amanda and Michelle, and in 2016, Carol and
Julie, successfully designed, researched, and completed this academic accomplishment.
These four students were amongst a rarefied group of students who graduated from CAA
with this distinction.
Heather’s sense of independence enabled her to take on leadership roles and new
initiatives, like hosting a school radio program. Similarly, by successfully completing the
SHIS, Amanda, Michelle, Carol, and Julie’s personal independence was surely a strong
demonstration of not only academic independence, but also self-discipline and earnest
commitment to a personal goal.
Maturity. Just as confidence and independence seemed to be important
byproducts of the exchange experience, so too was the development of maturity in these
10 students. They all successfully completed both aspects of the reciprocal exchange:
hosting and being hosted. Felicia may have symbolically travelled the farthest with her
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immersion because she had never left her family, had never been on an airplane, and was
a fairly new student of the Spanish language. Felicia had a transformative experience.
Felicia felt proud of her accomplishment of venturing out on an experience that
she had never before dreamt was possible, “I’ve never been on an airplane. Experiencing
this all and being successful in it, and not getting lost or like being scared. It definitely
made me feel very independent, grown up even. It felt really freeing” (Felicia, interview,
October 15, 2015). Melina noticed Felicia’s maturity upon her return, “Immediately I
saw that she was definitely independent, which was refreshing to see. Before she needed
to kind of… really get my point of view and, to validate. But I feel like she came back
with such confidence”.
Melina reported that following Felicia’s exchange, she embraced a broader set of
peers and had a new circle of friends, “She came back with this… there's just this sense
of maturity that, ‘I'm not going to stay within those two friends, I'm going to explore’”
(Melina, interview, October 29, 2015). In addition, Felicia returned to school with a new
vigor and sense of activism. Felicia explained that prior to her exchange:
I was just always scared to go on these trips because I wasn’t with like my family,
and I was very susceptible to other people’s opinions. But now I’m… ‘You know
what? I’m really interested in that! I really want to do that! I’m interested in
learning about that! I’m going to go!” (Felicia, interview, October 15, 2015)
Felicia’s growing maturity, emerging independence, and sense of purpose motivated her
to take chances, so she joined several student groups. Felicia explained her plans for this
year: she went to the Student Diversity Leadership Conference in Tampa Florida and the
Ignatian Family Teach-in for Justice in Washington DC. She participated in planning for
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school’s social justice teach-in, joined the Global Citizens Group and the Political Action
Club.
Melina summed up her feelings by saying that Felicia was ready, “She was able to
really capture and embrace it” (Melina, interview, October 29, 2015). All parents and
most teachers echoed this sentiment of being ready to venture off into a new experience
and ready to learn whatever lessons came their way when they spoke of the exchange
students. The unknown embedded within the adventure of international immersion
promoted the development of personal maturity.
Confidence, independence, and maturity were developmental characteristics that
laid a vital foundation for these 10 youth. These traits strengthen the process of
embracing a global citizen identity.
Global mindset
Identifying as an exchange student. Each and every student explained that they
happily identified as an exchange student to their peers, to the larger school community,
and to family members. All 10 students gave a variety of reasons why they
recommended the exchange program to other students. The parents and teachers echoed
this validation of the students’ self-identification as an exchange student. Nathan, Carol,
Heather, and Felicia actively communicate their stories and memories of their exchange,
and eagerly encouraged others to take advantage of the special opportunity.
Nathan, who is quite reserved, said, “I talked about it with my friends and family
once I got back” (“Nathan research questionnaire,” 2015). Soon after Danielle returned
from Spain, she was motivated to encourage others to try the exchange experience, “I
want people here to realize that it's a great experience. I think it's a really valuable
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experience to have when you're 15 or 16. I definitely wasn't shy about my experience. I
told anyone who wanted to listen about it” (Danielle, interview, October 2, 2015).
In similar spirit, Carol was exuberant, “I love telling other people about my
exchange, and how worthwhile it is for young high school teenagers to independently go
abroad and learn about cultures different from the USA” (“Carol research questionnaire,”
2015). Mary, Carol’s mother, said that Carol embraced her identity as an exchange
student and enjoyed being an ambassador, “She loves being an example to the younger
kids. When somebody says ‘wow, you did exchange, that’s really cool, how can I do it,
or what was your exchange like,’ she goes oh, ‘I guess I am an example to people now’”
(Mary, interview, October 7, 2015).
Similarly, Heather was enthusiastic about embracing her identity as an exchange
student. After Heather returned from Sydney, she immediately began planning for an
exchange to Dublin, “YES!!! I told anyone who asks everything and how much I loved it.
I want to go back to Australia and visit my family. I am going to Ireland next month and
I want to do another exchange to Barcelona.” (“Heather research questionnaire,” 2015)
Just like Heather, Felicia was energized to convey her experiences with a broader
audience. Melina, Felicia’s mother, was overjoyed with Felicia’s immersion, “Is it fair to
say that she's now, that's part of her identify? Very much! I think that's very fair. That's
totally her.” Felicia presented to her church youth group about her opportunity, “We're
part of the St. Francis of Assisi. There's a youth group. I hear her talking about this
experience and how amazing it was.” Melina continued, “I think that's part of the whole
embracing it. She went in and she got to have this huge experience and now she wants to
come back and tell everybody that she knows that hey, you should really try that. She's
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perfect for that, you know, because she had such a positive experience” (Melina,
interview, October 29, 2015).
Nathan, Carol, Heather, and Felicia appreciated many different aspects of their
immersion abroad. As a sign of both gratitude and internalization of their opportunity,
they shared with their peers, family, and larger community, which was a common
response from all the exchange students.
Future decisions include global characteristics. In the questionnaire that students
completed before they were selected to be one of the 10 case studies, every student
responded that they planned on and looked forward to a study abroad experience during
their college career. This was a strong vote of confidence for the positive experiences
that the exchange students had with their international immersions. A quick overview of
the students’ plans for the future demonstrated the exchange students’ global mindset.
Amanda planned to study in Budapest because they have a great math program. Denise,
Amanda’s mother, highlighted her thinking, “She certainly thinks more globally even in
terms of where she sees herself and her interest in exploring the world. Right now her
life dream is to work for Google in Paris” (Denise, interview, August 20, 2015). Alicia,
Michelle’s teacher, stated that she was not surprised (because of Michelle’s strong bond
with Isabel) to learn of Michelle’s plans to return to Spain, “She was really excited to go
back to Spain one day too because she was telling me about plans to study abroad”
(Alicia, interview, November 11, 2015).
I interviewed Ned just days before he was heading off to college, and I asked him
about study abroad, “Study abroad in college? Yeah… like hands down! That’s one of
my big focuses in college. I want to go either to South America or back to Spain to
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practice my Spanish and also enjoy more time there” (Ned, interview, September, 7,
2015). Maria spent three months volunteering in Argentina and was studying in Istanbul
at the time of this writing. Nathan, Carol, and Julie were right in the midst of her college
application process during my data collection phase, and each informed me that study
abroad played a significant role in their thinking about prospective colleges.
When Danielle thought about her future studies, she definitely wanted to include
study abroad, “I had such a great experience traveling as a student and I want to continue
that in college. I want to go to a Spanish speaking country so that I can learn even more
about the language” (“Danielle research questionnaire,” 2015). Heather had done some
thinking about colleges and their study abroad programs, “I want to go to a country that I
have never been too… like with NYU they have abroad programs to Tel Aviv Israel and
Buenos Aires Argentina” (“Heather research questionnaire,” 2015). Consistent with all
the others, study abroad was included in Felicia’s college plans, “Well the Spain trip has
definitely influenced me to study abroad - I feel more comfortable in foreign places with
new people and I love Spanish culture, food, traditions, celebrations.” (“Felicia research
questionnaire,” 2015)
Each student involved in this study wanted not to replicate his or her high school
exchange experience, but to build upon it. By including study, living, and work abroad in
their plans and dreams for the future, these exchange students have formed a global
mindset.
Summary of RQ3: Embrace of a global citizen identity
The qualitative data triangulated from the personal documents and focus
interviews offered a variety of examples of students’ internalization of what they learned
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from their global experience and their willingness to embrace a global citizen identity.
The opinion survey asked the students five questions that focused on their perceptions of
the impact of their immersion on traits that could have been deemed relevant to global
citizen identity. The frequencies for all five questions of these questions indicated that at
least 27 students (64%) felt a significant or moderate impact on all five traits. The
exchange experience seems to have encouraged students to internalize the feelings and
lessons from their international opportunity and thus to begin embracing a global citizen
identity.
Each student experienced personal development by growing in confidence,
independence, or maturity. Some students, parents, and teachers described
transformative change and others shared more subtle modifications, but each student
seemed to experience a positive impact from his or her immersion experience. The
unique nature and experiential learning characteristic of each exchange seems to have
motivated a global mindset for each of these students. They all identified as exchange
students to the broader community and they all look forward to study, work, and living
abroad.
Summary of Findings
The findings presented a rich collection of examples that demonstrated the 10
case study students embracing many aspects of global citizen identity. When students
interacted with people, culture, and language in an authentic manner, they gained insight,
tolerance, and a yearning to know more. They built bridges of understanding to the
global world in ways that would be impossible in the confines of a classroom. The
exchange experience created opportunities for human interaction that developed lasting
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friendships, promoted empathy, and motivated sharing time and talent with others. The
experiential learning was transformative in promoting personal growth that welcomed a
global mindset in these emerging young adults.
The students, parents, and teachers clearly conveyed feelings and experiences of
fellowship, care, and respect that facilitated the emergence of global citizen identity.
What was not clear was the extent to which the students’ development has transformed
into a lasting identity that will engage with the global world for positive change.
Privilege might be a mitigating factor in this process.
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CHAPTER VI
SUMMARY, DISCUSSION, RECOMMENDATIONS, INSIGHTS, AND
CONCLUSION
Summary of Findings
Culture, curiosity, awareness, and risk emerged as prominent themes that
illustrated the impact on adolescent students engaging in a reciprocal exchange: living
abroad immersed with host families in foreign countries and in mutual benefit, hosting
their exchange partner. Relationship, caring, and service were themes that illuminated
important values of human interaction. Personal development and global mindset were
recurring themes representing the students’ growth as emerging young adults. These
themes and key findings became apparent through the process of asking three specific
research questions; analyzing the data; filtering the findings through the conceptual
frameworks; and focusing on the intersection of international exchange, adolescence, and
privilege.
My first research question focused on the extent to which the students broadened
their perspective of the global community. The data offered insights that clustered
around four themes: culture, curiosity, awareness, and risk. I found that all students felt
appreciative of the opportunity to experience a new culture with their host family and
community. The students’ exposure to life abroad inspired an increased curiosity that
was communicated by wonder, fascination, and enthusiasm when they revealed stories
and feelings about their new global bonds and experiences. Eight of the 10 students
informed me that becoming more aware of the history, politics, and current events of
their host country and the larger regions of Europe and Latin America was a direct result
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of their immersion. Four of the students were faced with new perspectives that
challenged their thinking. New experiences filled each student’s reciprocal exchange,
and this motivated several of them to try more expansive, risky adventures. Similarly, six
students felt that the newness of their exchange pushed them out of their comfort zone
and into fresh directions of personal growth. Collectively, the exchange opportunity
demonstrated a range of examples of the students broadening their perspective of the
global community.
My second research question was attentive to examples of care for their fellow
human beings beyond their home community. Three themes emerged from my
consideration of the triangulated data: relationship, caring, and service. The international
bonds that were formed with friends, families, and community of the host country created
a strong sense of relationship for each of these exchange students. The 10 students
exhibited caring behaviors for others by showing welcoming, sharing, and empathy to
their exchange partner, and some students expressed a heightened language sensitivity
informed by their firsthand challenges with language abroad. Six of the exchange
students spoke about their volunteer service commitments with people and communities
beyond their familiar boundaries, complementing the expansive learning that these
students experienced from their sojourn abroad. Looking at the numerous examples of
relationship, caring, and service, all students, in one or more ways, demonstrated
behaviors of caring for their fellow human beings.
My third research question was motivated to understand if students internalized
what they learned from their global experience by willingly embracing a global citizen
identity. The data illustrated examples of global citizen identity with two themes:
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personal development and global mindset. Each of the exchange students felt that they
had significant growth in their confidence, independence, maturity, or a unique synergy
of these personal traits. With their personal development enhanced, each of the students
internalized their experience by identifying as an exchange student and looked forward to
future international encounters for study, living, or work. The students’ personal traits,
emerging self-awareness, and thoughts for the future demonstrated a variety of signs of
internalizing their exchange experience and embracing a global citizen identity.
Discussion
Embracing cosmopolitanism
In the name of education for global citizenship, Appiah (2008) boldly promotes
student interactions much like CCA’s reciprocal exchange by “encouraging young people
to go abroad and work and study with young people in other nations, and inviting young
people of other nations to study here” (p. 92). Appiah does not limit his
recommendations to U.S. students travelling to developing countries and other places that
are extremely different from one’s own home country; he simply urges young people to
go and to explore. By engaging in reciprocal exchange, the 10 case study students not
only took a deliberate and active step to immerse themselves into a new culture abroad,
they also opened their homes such that international students could also benefit from this
experiential learning. Consistent with Appiah’s recommendation for increased global
interaction of youth, the exchange offered these students an opportunity to experience the
world through a different cultural context from which they could develop, reflect,
expand, and refine their emerging adult identities and their worldviews.
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The timing of the students’ immersion experiences was especially significant
because each student was in the unique phase of adolescence. Important biological,
cognitive, and social changes are characteristic of this developmental phase, and thus
according to Steinberg (2014) adolescence is designated as the first time when youth
have the intellectual capacity to interpret their shifting and emerging sense of self. The
exchange students were 15-16 years old when they engaged in their reciprocal exchanges,
an age that falls squarely in this dynamic period of development. The research findings
present numerous occasions when the students expressed strong feelings of emotion,
bursts of personal growth, and meaningful new understandings. The initial impact of the
exchange experience appeared to be significant when so much was changing for these
students. Accordingly, their youthful descriptions may often appear exaggerated. The
variety and earnest intensity of the students’ reflections confirms Steinberg’s description
of adolescent identity development as a time of active reorganization and restructuring of
youths’ possible selves as well as an increase in their orientation toward the future.
The students also expressed thoughtful self-awareness that they had engaged in
something profoundly impactful and special. By engaging in this immersion experience
at the impressionable age of adolescence, these students deliberately opened themselves
up to the very real possibility having experiences that might influence personal changes.
Steinberg describes adolescent identity development as complex and multifaceted, “better
understood as a series of interrelated developments - rather than one single development”
(p. 255). At a time when the students’ self-conceptions were being influenced by many
disparate and dynamic forces, the students chose to add immersion abroad into the mix of
adolescent experiences. The design of my study on the emergence of global citizen
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identity was not meant to determine causality as a function of the exchange experience.
Instead, it was designed to explore the themes and patterns that emerged from the student,
parent, and teacher perceptions of the influencing factors that might facilitate and impact
the emergence of cosmopolitan identity.
Classical cosmopolitanism
Classical cosmopolitanism is based on the liberal principle of individuality that
prioritizes respect for the diversity of the human experience (Mill, 1989) and the moral
principle that the “inherent dignity and well-being of each human person warrants equal
respect and concern” (Schattle, 2009, p. 3). Appiah (2007) reinforces this notion of
individual freedom describing a global citizen as one who wants to live by one’s own
light and let others live by their very own bright light. The design of this study focused
intensely on the individual experiences of 10 exchange students. The triangulated
qualitative data of writings and interviews from students, parents, and teachers
highlighted each student’s unique immersion into another culture and his or her
relationship with those involved in the reciprocal exchange: his or her exchange partner,
host family, and host community. The portraits that emerged of each student honor the
cosmopolitan value of individuality as a universal truth.
Classical cosmopolitanism fosters the principle that human beings have the moral
responsibility to care about our fellow human beings, even those beyond our immediate
community or beyond our special human relationships (Appiah, 2007, 2008; Kleingeld,
2012; Kleingeld & Brown, 2014; Schattle, 2009). This study’s findings, especially the
themes of relationship, caring, and service that were revealed by RQ2, confirmed that
each of the 10 students showed care for their fellow human beings. The experience of
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living with a host family for an extended period of time and then hosting that same
exchange student for an extended period of time encouraged each student to build a
relationship far from home that required effort to develop, manage, and maintain. These
students were 15-16 years old when they travelled abroad on their own. For Ned and
Felicia, it was their first time outside the U.S.; and for the eight other experienced
international travellers, it was their first time travelling alone to live for an extended
period of time with a host family. Consistent with the cosmopolitan value of caring for
one another, these students felt care from their host families and likewise shared care
when they hosted their exchange partner. The emphasis on caring interactions in the
students’ reflections make it likely that their lived experience of care may have planted a
seed for future caring behaviors.
Classical cosmopolitanism also advances the concept that we can learn and
borrow from, as well as teach and be taught by, our fellow human beings. Appiah (2007)
explains that the philosophical principle of fallibilism informs us that no one has a
monopoly on knowledge and truth and thus cosmopolitans believe it is through direct
human interaction that we have the greatest potential for gaining broader knowledge and
universal truths. Findings for RQ1 clearly highlighted that each of the 10 students
experienced this aspect of cosmopolitanism and the significance of learning from others.
All students expressed thoughtful comments about their appreciation for being exposed to
a new culture, all 10 students experienced new activities and ways of living in the world,
and eight of the 10 reported that they gained an increased awareness of the historical,
political, and current events of their host country. Surely the seeds of valuing expanded
learning through global interaction were planted in these youth.
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The students’ reflections demonstrated their appreciation for learning about
another culture through their firsthand and direct experiences with their exchange partner.
Amanda shared her enriched understanding of the French teen perspective while hosting
Celeste and Ned deepened his understanding of the breadth of beliefs in the Catholic
Church through his conversations with his Spanish host father. Nathan thought about his
future and explained that he valued continued interaction with the global community,
“Different learning environments can teach different things and values. By going abroad
in the future, I hope to improve in a new language and learn things that I would not learn
at the university I will go to” (“Nathan research questionnaire,” 2015). These insights
about others and the possibilities for the future that resulted from direct interactions with
their global exchange partners exemplify the interactive learning that was possible for
these students. By committing prolonged time to engage with others and immerse
themselves in a new community abroad, all the exchange students were exposed to the
opportunity of learning from people they would not have known if not for their exchange.
These learning experiences along with the positive memories that linger may have
planted seeds for future eagerness to interact with and learn from others.
Classical cosmopolitanism honors the value of interpersonal dialogue and the
sacredness of human interaction (Appiah, 2007). Nine of the ten students had the very
special opportunity to learn Spanish and French in an authentic, experiential manner.
They benefitted immensely from their improved language skills. Carmen, Alicia, Jorge,
and Alejandra (all world language teachers) shared that Amanda, Michelle, Danielle, and
Felicia returned to school with an enriched appreciation for and improved ability in
Spanish and French language. The students’ strong motivation to learn a new language
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demonstrated that these nine students valued and respected the language of other peoples
and countries. Once again, the seeds of cosmopolitanism may have been planted to
encourage these students to continue not only their interactions with others, but to do so
in a world language that is not their native tongue.
Rooted cosmopolitanism
Appiah (2007) offers a slight variant of classical cosmopolitanism in his
description of rooted cosmopolitanism, which honors the synergy of regionally-based
culture and loyalty with globally-focused membership and responsibility. Appiah refers
to the thick roots of heritage that support expansion into the greater cosmos. A good
example of this was the committed effort that Michelle’s host family made to teach her
all about Spain’s festivals, traditions, and holidays. Michelle explained that her host
family took her to many historical sites and dedicated time to explain the background or
cultural significance. Michelle’s host family was very proud of their heritage and wanted
to share this with Michelle; while at the same time as participants in the exchange
program, they were showing their cosmopolitan values of enlarging their global contacts
and enriching their human relationships.
With respectful reciprocity, Michelle’s family not only shared their home and
culture with Isabel, but the following summer Michelle’s family provided the opportunity
for Isabel to have an authentic pre-professional experience teaching Spanish-speaking
children at St. Matthew’s summer enrichment program. Each family offered the finest of
their family, resources, and culture to their exchange student. This example is
representative of a pattern in the findings whereby the host families value and share their
heritage while the simultaneously expanding out into the cosmos through the students’
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immersion abroad. This example animates the concept of rooted cosmopolitanism; which
values “universality plus difference” (Appiah, 2007, p. 2379).
Because of Isabel’s family’s deeply rooted pride in their culture, they wanted to
share this with Michelle as well as have their daughter learn about Michelle’s culture.
Because of Michelle’s family’s relationships in the community and their knowledge of
Isabel’s aspiration to become a teacher, they too wanted to share with Isabel while at the
same time encourage Michelle’s global relationship. Michelle experienced rooted
cosmopolitanism not by staying at home in her familiar community, but from venturing
out, building global bonds, learning the culture of another, sharing her own culture, and
gaining firsthand knowledge. Michelle’s ongoing relationship with Isabel years after
their initial exchange is an example that not only were the seeds of rooted cosmopolitan
values planted, but also they have been nourished and grown.
Critical cosmopolitanism
Critical cosmopolitanism embraces the power of expansive global relationships;
however, it urges relationships “from below” to challenge and deconstruct the traditional
sources of power by opening communication channels, creating new networks, and
unlocking resources that were formerly inaccessible to the oppressed of the world.
Kurasawa (2004, 2011) challenges the cosmopolitan assumption that global citizens have
rights and privileges in the international community that they can call upon, but stateless,
undocumented, and other oppressed peoples do not have access to those same global
protections. Similarly, Kurasawa questions the notion that all people - especially the
marginalized, impoverished, or people of color - can feel welcome and safe to engage the
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cosmos as fellow global citizens. Critical cosmopolitanism is a more politicized form of
cosmopolitanism than classical or rooted cosmopolitanism.
This study did not find evidence whereby the students expressed signs of critical
cosmopolitanism. The students’ youth and lived experiences would most likely not have
been consistent with this form of progressive activism that seeks to restructure systems of
power and gain access to resources that had been previously denied. Advantage and
access was the essence of the students’ privileged paradigm due to their family
background and education at CCA. The students’ privilege allows them the freedom to
choose to pay attention to or engage in activism if it suits their interests, rather than
because it affects their day-to-day existence. For the youth in this study, activism and
acts of social justice were voluntary endeavors whereas critical cosmopolitanism
represents an urgent call to action.
The prospect of bringing the privileged into unity with the movements for
substantive change to eliminate inequity based on race, ethnicity, gender, class, sexuality,
nationality, age, religion, ability, and socioeconomic status is what motivates those who
promote the education of the privileged (Curry-Stevens, 2007; Goodman, 2001, 2010;
Michael, 2013). By harnessing the resources of the privileged, promoting critical selfawareness of one’s privilege, and encouraging the privileged to work in solidarity with
the non-privileged, critical cosmopolitanism can include a broader group of
cosmopolitans. The theme of service, especially service working with people beyond
familiar boundaries, that emerged from RQ2 highlights beginnings of a mindset to work
in solidarity with others to confront inequities and injustices. With the seeds of classical
and rooted cosmopolitanism planted, students who engage themselves in works of social
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justice and critical self-reflection have the potential to work with others to become agents
of positive change.
Similarly, the findings clustered around RQ2 and the theme of caring behaviors,
demonstrated students’ empathy for their exchange partners’ challenges. Service and
empathy are ways of being that foreshadow the possibility of developing a sense of
critical cosmopolitanism. If these students embrace cosmopolitanism and internalize
global citizen identity within their adult identity, then these privileged students may one
day focus their resources, access, and power to work in solidarity with the marginalized
that critical cosmopolitanism seeks to unite. This future possibility will only be revealed
with the passage of time.
Kurasawa (2011) identifies classical or moral cosmopolitanism as an “elitist brand
of cosmopolitanism” (p. 281). Specifically, he considers the cosmopolitan ethos that the
world is open to all as the equivalent to the privilege of unfettered access. While it is true
that the exchange students had open access to travel abroad and have their exchange
partner travel to California, the exchange students did not take their immersions for
granted. Julie, Heather, and Felicia conveyed profound gratitude for the kindness and
hospitality of their host families. Danielle fully embraced her friendship with Nicole, her
relationship with her host family, and her connection to her host country, when she
described herself as having found a second home in Spain, “It's so amazing to have a
second home in a different country. It is bitter sweet. I am so glad that I had this
experience, but I am sad because I wanted to stay longer” (“Danielle research
questionnaire,” 2015). These expressions of gratitude represent youthful sincerity and
appreciation.
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The essence of privilege is the invisibility of access and advantage, which makes
our sense of comfort and security undetected, unrecognized, unchallenged, and
unconscious. In this sense Kurasawa’s critique of classical cosmopolitanism applies to
the CCA exchange students because their exchanges were created and executed without
deliberate consideration for safety and security other than standard protections for a youth
travelling alone. Matches were made, airplane tickets were purchased, and immersions
took place. In this sense, the students’ invisible privilege freed them from concerns that
other non-privileged students might have, such as being worried their host family might
not accept them based on their race, ethnicity, religion, socioeconomic status, or sexual
orientation.
Felicia, as a Pacific Islander American, was the one focal student who was less
insulated by racial and ethnic privilege. Melina, Felicia’s mother, shared an intimate
story that put the intersection of Felicia’s identity, exchange experience, and adolescent
development in context.
I knew that one of the things that was going to be a challenge for her was, oh my
gosh, ‘I'm this Polynesian woman who's going to go in and everybody there is
going to be skinny’ or what have you, and I think that was what she looked at as a
challenge. Everybody's going to look at her and think that she's this huge,
enormous person, I think. And coming back she just was comfortable in her
space. (Melina, interview, October 29, 2015)
For Felicia, her racial and ethnic identity was not invisible, at least not for
Felicia’s self-identity. Melina felt it necessary to prepare her daughter for her travel to
Spain, and as it turned out, she was pleasantly surprised by the positive outcome. Julie,
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as an Asian American travelling to Peru, was exposed to new insights into Peruvian
ethnic heritage, which caused her to think about the intersectionality of people’s
identities:
The concept of being Latino versus Hispanic… everyone in Latin America is not
Hispanic, and that’s not really something that I could distinguish before. Lima is
actually a pretty diverse place, like there was a student who had Korean heritage.
I think there was one girl who was half Italian. There were lots of mixtures.
(Julie, interview, October 6, 2015)
As an Asian American whose parents are both immigrants to the U.S., Julie
communicated that her interactions with her host family and students at the school in
Lima opened her thinking to considering a more complex understanding of ethnic
identity, especially the interscetion of Asian and Latino heritage. Julie was developing a
new lens through which to evaluate her own multicultural lived experience. Other than
Felicia and Julie’s experiences, the findings did not demonstrate the concept of critical
cosmopolitanism.
I framed the overarching question along with three specific research questions
from Appiah’s (2008) characterization of global citizenship. Appiah articulates global
citizen identity within the philosophy of moral and rooted cosmopolitanism, and thus my
research questions that asked about a broadened perspective, care for fellow human
beings, and embrace of a global citizen identity also focused on this interpretation of
cosmopolitanism. In addition, the students’ position of privilege led them to overlook
structures of power or inequitable resources during their immersions abroad. The
students had the freedom to embrace their host family and host culture without the
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constraints of racism, inadequacy, or marginalization. The students were not instructed
on critical consciousness prior to their exchange nor did the research questions
specifically probe for critical consciousness. Given the framework of moral
cosmopolitanism, the nature of the research questions, and the students’ privilege, critical
cosmopolitanism was absent from the findings.
Embracing cultural humility
Customary forms of assessment for cultural awareness typically fall into the
category of cultural competence (Cushner, 1999; Diller, 2005; Global Teacher Education,
2013; Khoja-Moolji, 2014). Deardorff (2006) emphasizes the fact that scholars differ on
the definition of cultural competence, thus making its measurement and assessment
disputed. Using a grounded theory approach, Bennett (1986) focused on a continuum of
development rather than a competence benchmark to create the Developmental Model of
Intercultural Sensitivity (DMIS). Kurasawa (2004, 2007, 2011), Tervalon and MurrayGarcía (1998), and other scholars (Kumaş-Tan et al., 2007; Rajaram & Bockrath, 2014)
fiercely challenge the normative assumption of paralleling culture with an academic
subject as if can be mastered. This study’s design was informed by the scholarly
disagreement of both the concept and assessment of cultural competence.
Bennett (1986) developed the theory that experience with cultural difference, not
simply exposure to cultural difference, increases the potential of one’s sensitivity and
competence in intercultural relations. Based on his theory, Bennett developed the
Developmental Model of Intercultural Sensitivity (DMIS), which assesses developmental
stages. Consistent with the intentions of the DMIS, my study was focused on finding
influences that facilitated the emergence of global citizen identity, which is an initial
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phase, not an end point. The DMIS identifies various stages representing discrete
worldviews of cultural difference. For the 10 students in my study, even for the eight
who had previously travelled internationally, their exchange was their first international
experience whereby they were immersed in a family and a culture. The findings
represent many examples of the students sharing their sense of personal and cultural
growth as a result of their exchange. These self-reflections might represent the beginning
of their developmental process to recognize their position vis-á-vis other students and
other peoples of the world. According to Bennett, these students will need to engage in
future experiences with increasing cultural difference if they are to have a long-term
enhancement in their intercultural competence.
According to the DMIS model developed by Bennett (1986) and further
developed into the Intercultural Development Inventory (IDI) by Hammer et al. (2003),
authentic experience with cultural difference increases one’s future potential competence
in intercultural interactions. The students’ reciprocal exchange of hosting and being
hosted created not merely the exposure to new cultures, but the sustained, personal
experience with these new cultures through their time with their exchange partner, host
family, and their immersion abroad. Ned, Carol, Nathan, Julie, and Felicia explained the
challenges they faced with language and the communication barriers that they had to
overcome. Each of the nine students who exchanged to France or Spain claimed that they
were motivated to continue their language learning. Similarly, all students expressed
enthusiastic appreciation for their deepened understanding of the host culture, and none
of them communicated that they were satiated. Instead, the theme of increased curiosity,
wonder, fascination, and enthusiasm that emerged from RQ1 represented their firsthand
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understanding of the fullness of the cultures of our global world. The theme of global
mindset that arose from RQ3 offered a variety of examples demonstrating the students’
eagerness to continue to interact with the international community. The students
conveyed earnest and eager interest in continuing to learn more about their host cultures.
The research findings represented exchange student attitudes consistent with the process
and mindset of cultural humility.
Similar to the Hammer et al.’s (2003) theory, Zambrana and Dill (2009) argue
that for cultural competence to be effective for transformative learning, it must go beyond
a superficial awareness of the other, and must include a process of gaining deep
understanding and empathy of the diversity of human experience. The students in my
study committed to a reciprocal, extended international exchange. The findings,
especially the theme of relationship and the theme of caring that emerged from RQ2,
communicated numerous examples of meaningful human interaction and empathy for
others. One example was when Connor, Maria’s teacher, explained Maria’s deeply
transformative experience when she realized the power of relationships beyond her
typical childhood boundaries, “It’s about the common threads that we have as people.
And I don’t think that she saw that before. I think it’s a difficult thing for anybody to see
without the personal experience” (Connor, interview, November 11, 2015). Maria
experienced the powerful bond of close relationship that was far more meaningful than
her previous family travel experiences that are focused on travel “to do” lists. The
intensity of Maria’s exchange experience was about a teen coming into her own identity
and about human relationship, both of which Maria experienced deeply in the context of
her reciprocal exchange.
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Tervalon and Murray-García (1998) coined the term cultural humility, “A process
that requires humility as individuals continually engage in self-reflection and self-critique
as lifelong learners and reflective practitioners” (p. 118). Cultural humility is a
philosophical process grounded in developing a deep understanding, authentic sensitivity,
and ongoing investigation of cultural complexity. For this purpose, I used cultural
humility as a complementary lens to analyze the emergence of global citizen identity. I
suspected that a sense of youthful exuberance and naiveté might lead students to believe
that they could master culture in the form of cultural competence. As students of an elite
college-preparatory private school, they were geared toward excelling in school and
achieving goals. However, in my findings, I did not hear anything that resembled
students’ belief that culture could be mastered. Instead, I heard Danielle explain her
understanding that while she learned a great deal, there’s much more to learn, “So I feel
like I have learned a lot about Spanish culture, but obviously not why they do certain
things. So I think if I go back for a longer period of time maybe then it'll be easier to
understand” (Danielle, interview, October 2, 2015). Danielle’s feelings are consistent
with the philosophy and practice of cultural humility. Danielle understands that only by
returning to Spain and continuing her investigation will she be able to gain a better
understanding of Spain’s cultural complexity.
Embracing multiple perspectives means valuing a worldview that is more
nuanced, more complex, and more authentically representative of our global world. A
challenge for privileged students is to recognize that their norm is not the norm for the
larger community of teen students. The CCA community norm of high school students
spending their summer holidays in personally enriching opportunities like the unique
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(special) exchange program is a fitting example of why Goodman (2001, 2010) states that
the colloquial term of privilege, meaning special, is irrelevant. Goodman (2001) informs
us that amongst privileged groups, special becomes the norm and the benchmark. What
these privileged exchange students experienced was more normal compared to their
familiar privileged reference points. The students’ privilege vis-à-vis the larger
population of teenage students beyond their suburban boundaries, for example in the
urban centers of San Francisco or San Jose or rural farm regions of Monterey County or
Fresno, was not readily apparent to the students and parents. This is one key element of
privilege - the unconscious nature of access and advantage and the invisibility of other’s
being denied similar access. Melina, Felicia’s mother, was one exception amongst the
parents expressing her awareness that when CCA funded Felicia’s travel to Spain, her
daughter had been given a very special opportunity:
I think she thinks about it a lot, and even her letter back to me when she got back
was how unique it was that she of all the youth, got to take advantage of this
experience or this journey, she refers to it. It just would never be something in
our horizon as a family, and so for her to be able to take advantage of that I think
is quite unique in her own way. (Melina, interview, October 29, 2015)
Goodman (2001) also discusses the imbalance of access to “power, resources, and
opportunities that are denied to others and usually gained at their expense” (p. 20). This
might help us understand why the exchange students and their parents did not readily
discuss their privilege; they probably did not interpret that their opportunity was denied
to others or at the expense of another person’s opportunity. Their very privilege isolates
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the students from those without similar privilege. As privileged youth, this notion of
deliberate denial or non-privilege was not within their frame of reference.
A different understanding of privilege includes a sense of responsibility. When I
asked Julie directly about her privilege, her response indicated that she had previously
reflected upon her own privilege, “I always think about my ability to travel in general as
a privilege, so not specifically exchange, but traveling everywhere because my family…
I’ve been very privileged, and they’ve taken me traveling all over the world.” Julie
demonstrated her understanding of the relationship between privilege and personal
responsibility:
So when I’m thinking about my socioeconomic privilege, I guess I feel like I
should take advantage of all the privileges that I have, and then in the future
somehow use that… those experiences to either help others, or do something to
make an impact on the people who can’t do those things. (Julie, interview,
October 6, 2015)
Having a sense of gratitude for the advantages of privilege is a first step toward
acknowledging and exposing privilege. Similarly, embracing personal responsibility is
an important step toward working in solidarity to eliminate the imbalance and injustices
of privilege.
It is also important that these exchange students do not conflate their sense of
normalcy into a sense of superiority based on their access to resources and opportunities.
Goodman (2001) explains the roots of superiority, “not only is it normal; it’s better.
Differences get converted into ‘better’ or ‘worse,’ with attributes of the dominant group
being the winners” (p. 18). Likewise, it was important for these exchange students to
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avoid the tendency to view their exchange counterparts or their host country as the other.
Privileged students’ youth, naiveté, inexperience, and sheltered environments can
exacerbate the sense of otherness. Kumaş-Tan et al. (2007) critique cultural competence
assessments for promoting otherness by diminishing culture to include only race and
ethnicity and thus by identifying racial or ethnic culture as the other. Kumaş-Tan et al.
join Bennett (1986) and Hammer et al. (2003) to challenge the notion that contact alone
will promote cultural awareness, sensitivity, or humility.
Two key factors in the design of the exchange program - reciprocity and extended
time - discouraged occurrences of the sense of superiority or otherness. Consistent with
the findings of Kumaş-Tan et al. (2007), the reciprocal exchanges encouraged high
quality interactions that built authentic relationships based on trust and respect. Further,
by fostering relationships that spanned an academic year and included month-long
reciprocal immersions, the exchange students had extensive time to be exposed to the
people and the culture of their host family. The themes of culture, curiosity, awareness,
relationship, caring, and global mindset presented in my findings are consistent with
scholarship advocating cultural humility as a more sophisticated and respectful approach
to intercultural relations (Foster, 2009; Kumaş-Tan et al., 2007; Tervalon & MurrayGarcía, 1998).
Tervalon and Murray-García (1998) claim that the reflective process vital to the
ongoing development of cultural humility is meant to minimize otherness and maximize
personal humility and thoughtful cultural sensitivity through ongoing self-reflection.
Schuessler, Wilder, and Bird’s (2012) study of pre-service nurses used the cultural
humility model of ongoing journaling as an effective means to shift the nurses’ attention
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away from their own skill assessment and toward a deeper introspection of themselves
and their patients. Amanda, Maria, and Carol shared that they kept exchange journals
highlighting their appreciation of the value of the process of journaling. The selfreflective contemplation that is typical of daily writing encourages the writer to look
inward as well as outward, which promotes cultural humility.
Consistent with Tervalon & Murray-García and Schuessler et al.’s commitment to
the power of self-reflection, Amanda, Michelle, Ned, and Maria, who have had two and
three years to consider their exchange experience, related many examples that
demonstrated their own process of self-reflection and introspective thinking. Amanda,
Michelle, and Maria had been away from home and away at a college for a year, and they
conveyed a mature understanding of their experience and its longer-term impact. The
findings indicate that the four older students revealed a deepened understanding of
culture, contemporary global issues, relationship, and personal development. Carol, who
travelled a year prior to her research interview, had maintained strong feelings about the
preservation of French language and culture and had reevaluated some of her impatience
with Monique’s inability to catch on to the school and family routine during her stay at
CCA. Likewise, Julie displayed signs of a young adult coming of age who was actively
questioning her identity, assumptions, and priorities. Julie enjoyed the opportunity to
complete the questionnaire a full year after she had been in Lima because the task gave
her the opportunity to reflect upon her experience and personal development:
Reflecting upon my entire experience has felt very nostalgic and has brought back
many fond memories that I haven't thought of for a while. I think reflections are
extremely important in discovering how much you have grown from an
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experience, and this reflection has definitely reminded me of how far I have come
since greeting Rosalia back in January of 2014. (“Julie research questionnaire,”
2015)
Danielle and Felicia, the youngest of the 10 case study students and who had
returned from their immersion just a few months prior to their interviews, described their
feelings with more immediate enthusiasm than seasoned deep reflection. The range and
maturity of introspection and interpretation seemed more a function of the students’ ages
and elapsed time since their immersion, than of meaningful impact of the experience.
These examples demonstrate behaviors and convey thoughts consistent with Tervalon &
Murray-García’s commitment to the process of cultural humility.
Foster’s (2009) study on cultural humility and nurses from the U.S. and the
Dominican Republic visiting each other’s medical clinics concludes that the reciprocal
nature of the experience facilitated relationship-building based on respect and trust.
Foster’s findings are consistent with this study’s findings that the reciprocal nature of
exchange deepened the students’ relationships with their exchange partner and host
family. Not only were the students engaged in the exchange, but also both families were
committed to the experience during their opportunity to host their child’s exchange
partner. Foster concluded that international partnerships require long-term relationships
in order to promote cultural humility, self-reflection, and empowerment. Foster’s study
highlights that personal growth than can lead to a deepening of interpersonal relationships
in a professional context. The ongoing relationships that Michelle and Maria maintain
with Isabel and Carlota are consistent with Foster’s conclusions; especially for Maria
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who felt empowered by her exchange and her relationship with Carlota to turn her college
disappointment into another opportunity for self-exploration and cultural immersion.
The work of Rajaram and Bockrath (2014) pushes cultural humility practice of
self-reflection to be a critical lens into the larger system of culture, systems, and power
by encouraging a more nuanced understanding of our individual role in human relations.
The exchange students did not communicate experience focusing a critical lens on
society’s systems or structures of power, but they did return understanding shades and
distinctions of their host country’s culture. Consistent with the findings of Rajaram and
Bockrath, Jorge, Alicia, Connor, Jane, Maureen, Derek, and Alejandra, all CCA teachers,
conveyed stories of the exchange students returning to the classroom after their exchange
with a more nuanced, thoughtful, and realistic understanding of the cultures in which
these students had been immersed. The findings indicate that a majority of the students
engaged in various levels of self-introspection and cultural reflection moving them
beyond cultural generalizations and stereotypes.
Cultural humility is a lifelong process, and cosmopolitanism is a lifelong mindset.
Together these concepts focus on the individual’s ability to interact with the global world
in a respectful and magnanimous manner. Each of the students benefitted from a unique
experiential learning opportunity.
Experiencing transformative learning
Mezirow’s (2000) theory of transformative learning addresses the stimulus and
environment that causes learners to create new, more expansive frames of reference and
habits of mind, the hallmarks of transformative learning. The theme of risk, and
specifically comfort zone emerged from the findings generated by RQ1. Amanda, Ned,
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Maria, Carol, Heather, and Felicia all indicated strong feelings about the transformative
power of getting out of their comfort zone much like Mezirow’s frames of reference and
habits of mind. Based on the six students’ reflections about the value for their personal
development by getting out of their comfort zones, the findings demonstrate that even
teenage students develop assumptions and expectations that might feel confining and
need alteration or expansion.
Similarly, the findings represent that all students expressed that their worldview
had been expanded by exposure to a new culture and by increased curiosity and
awareness, all themes emerging from RQ1. Each of the students experienced new
relationships and experienced feelings of caring for others as presented in the findings for
RQ2, which also represents an altered way of interacting with the world. Lastly, as
conveyed by RQ3, each student described significant growth in confidence,
independence, or maturity, illustrating how he or she was emerging into a new sense of
identity. These developmental shifts and paradigm alterations individually and
interactively reoriented the student’s understanding of the world and their relationship to
it. The findings illustrate several examples of new frames of reference and new habits of
mind, all of which are the hallmarks of transformative learning.
Long-term impact: Global citizen identity
This study was interpreted through the conceptual framework of classical, rooted,
and critical cosmopolitanism, which is a social construct that embraces both the
universality and diversity of the global community and insists upon the global community
actively caring for one another. It is also important to emphasize that global citizens
must value mutual learning from the global community through thoughtful, respectful
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engagement. The self-reflective cosmopolitan promotes a particular way of being in our
global world that is aware, informed, reciprocal, just, tolerant, generous, proactive, and
interconnected. The overarching question for this study included the lens of privilege
because the school context and the participants were not representative of the larger
population of U.S. youth.
Merryfield (2000) studied lived experiences of middle-class white educators who
became multicultural and global educators. Merryfield’s findings indicated that living
abroad was the most significant factor for these educators to shift their pedagogy toward
the inclusion of diversity, equity, and global interconnectedness, “For many whites, it is
the beginning of insights that led them to try to understand the experiences and
perspectives of people of color or people in poverty in their own country” (p. 439).
Similarly, human interaction is an essential factor in Dolby’s (2012) study on sympathy
and empathy, which concludes that people most commonly express feelings of sympathy
and empathy to our closest relationships or immediate community. For emerging adults,
especially privileged youth, expanding their authentic relationships to ever broader
peoples and communities might be a first, important step to greater awareness about the
lived experiences of others and sincere motivation to understand issues of difference. In
order for awareness of difference to be transformative for students from families and
communities who represent the dominant culture, learning about others in a meaningful
way will require that they confront their privilege. This study demonstrated that students
were exposed to new and different cultures, but they were not provoked to name or
question their privilege. This was a missed opportunity for developing critical
cosmopolitanism.
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I conclude that the reciprocal exchange did facilitate the emergence of global
citizen identity consistent with Appiah’s (2008) concept of classical cosmopolitan in the
case study students at CCA, an elite independent Catholic high school. Answering the
question: To what extent?, I conclude that the immersion experience was an important
and transformative first step toward developing a global citizen identity. In keeping with
the concept of cultural humility, the development of a global citizen identity is not a
quantifiable benchmark or a finite goal to achieve but a life-long process and mindset.
Accepting the challenge to go forward constantly seeking to broaden one’s perspective of
the global community, vigilantly attentive and receptive to care for our fellow human
beings, and persistently searching for global learning experiences is the act of embracing
the lifelong project of developing a global citizen identity. I believe the findings
demonstrate that this specific group of students showed actions, shared attitudes, and
expressed feelings that are consistent with the characteristics of classical
cosmopolitanism.
The reciprocal exchange immersion positively reinforced the kinds of personal
characteristics that a young adult can call upon to begin building a strong adult identity
that will prominently include global citizen values. As students coming of age, qualities
like confidence, independence, and maturity are essential traits for developing critical
self-awareness vis-á-vis their position in the larger global community. Accessing their
heightened curiosity, wonder, fascination, and enthusiasm to interact with the global
world will enhance the possibility of exploring far beyond their comfort zone such that
they will expand critical boundaries and build bridges of solidarity. The students’
broadened perspective of the global community will enrich their understanding of the
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complexity of their global world. Their lived experience of care will fulfill them with the
satisfaction of human interaction and diminish the sense of difference that too often
separates peoples. Their commitment to service and genuine human relationship will
promote authentic solidarity with people beyond their familiar boundaries. Being open to
the possibility of taking a risk will encourage these students to take on greater and more
meaningful challenges.
The long-term impact of the reciprocal exchange experience is still yet to be
determined for these 10 adolescent youth. These 10 students, who are coming of age,
have taken the first step to being active and attentive adults who will work to make a
better world by welcoming the emergence of global citizen identity.
Summary
This study focused on the emergence of global citizen identity and the intersection
of international exchange, adolescence, and privilege in that process. The qualitative
research findings demonstrated numerous and varied ways that the case study students
broadened their global perspective, expressed care for their fellow human beings, and
embraced a global mindset - all hallmarks of a cosmopolitan mindset according to
Appiah’s (2008) three-pronged concept of global citizenship. The findings collectively
indicate that the exchange students began the process of embracing a global citizen
identity - in the context of moral and rooted cosmopolitanism - as a result of their
exchange opportunity. Looking through the lens of cultural humility, these exchange
students took the first steps toward thoughtful and respectful interactions with others in
our global community.
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The findings of this study also illustrate that the students expanded their frames of
reference by broadening their perspective of the global community, opening themselves
to risk and new experiences, and altering their sense of personal characteristics like
confidence, independence, and maturity. Similarly, the exchange students adopted new
habits of mind with their increased curiosity and global mindset. The consequences of
experiential learning, reciprocal relationship, and extended immersion time enhanced the
potential for what Mezirow (2000) defined as transformative learning. With continuing
self-reflection as a lifelong learning process, these students may eventually confront
unequal power relationships and other forms of inequity that inhibit full understanding of
our global community. The strengths, skills, and attitudes that these students gained, in
small or large quantities, opened the door to the possibility of global citizen identity. I
believe that with the door opened, these students will continue walking into the world
empowered to make a positive difference.
Recommendations
Further research
This study was designed to begin to fill the existing gap in research focused on
the adolescent student immersed in international exchange. Scholarly analysis of study
abroad and other immersion experiences like service-learning is abundant for the
university adult student, but is lacking for the adolescent age group. Since the
developmental phase of adolescence lays a vital foundation for the emerging adult, this
stage of life needs to be seriously explored. I recommend that scholars consider the
younger age group when considering future research on learning outcomes for
international immersion. In particular, I recommend future research focus on the
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intersection of international immersion, experiential learning, and non-privileged students
attending public or other under-resourced schools. This kind of study could provide an
alternative perspective to the findings of this study of privileged youth.
The research questionnaire included a 13-question opinion survey seeking the
students’ perception of the extent of impact of their exchange experience. The questions
were designed to explore Appiah’s (2008) definition of global citizenship. I recommend
a follow-up study that would modify the survey to include additional learning outcomes
or concepts like cultural humility or transformative learning; analyze the survey for
reliability and validity; and administer to all future exchange students before and after
their exchange. I believe an enhanced survey would offer valuable data and a timely
understanding of the impact of the experience. Further, 22 other U.S. schools participate
in the exchange program as part of the Network. I believe that it would be very
interesting to collect data from students across the country engaging in similar reciprocal
exchanges.
Program development
My empirical findings and literature review guide my recommendations for
program development for the CCA exchange program as well as similar immersion
programs. The CCA exchange program currently does not have a pre- or post-immersion
reflection component. The omission of sustained reflection is a missed opportunity for
deeper personal growth, especially for youth. The practice of cultural humility (Tervalon
& Murray-García, 1998) is rooted in humble self-reflection and self-critique as
individuals embrace introspection and prioritize lifelong learning. The reciprocal
exchange program would be significantly enriched if reflective writing were to be added
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to the program expectations. Because the reciprocal nature of the program is one of the
strongest features of the program design, I recommend a sequence of reflective writing
for both the hosting and travelling portions of the reciprocal exchange.
This thoughtful reflective writing would include: (1) writing in advance of the
immersion to encourage the student to put in writing their expectations, hopes, fears, and
worries, (2) journal writing during the immersion to capture feelings and experiences in
real time as they occur, and (3) writing immediately following the immersion and at some
later date to process the many personal development and cultural awareness aspects of
the experience. This writing sequence would emphasize self-reflection and self-critique
and minimize factual detail of what happened during the immersion. In addition to the
reflective writing, I recommend that the exchange program director meet with each
student before and after the immersion to discuss the students’ writing and introspections
and to create a productive dialogue between the student and the program director. Global
citizen identity does not develop without care and effort. Adding a reflective writing
sequence would enhance the potential of cosmopolitanism.
In addition to the reflective writing done in honor of cultural humility, I
recommend that a curriculum based on cosmopolitanism be created for the reciprocal
exchange immersion. The experimental research conducted by Tarrant, Rubin, and
Stoner (2014) concluded that a focused and relevant academic experience linked to the
immersion location delivers the greatest learning outcomes. A curriculum that includes
readings on (1) the history and philosophy of cosmopolitanism; (2) whiteness, privilege,
and intersectionality; (3) structures of global injustice; and (4) contemporary social,
economic, or political issues facing the host country would greatly enrich the students’
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immersion experience. With careful preparation, the student would be better able to
anticipate feelings and transformations that derive from the immersion experience as well
as prepare for deeper conversations with their host family and closer observations and
interactions of the host community. If the curriculum challenges the students to examine
systems of power and injustice in their home and host country, this would transform the
exchange program into a powerful force for raising the students’ consciences toward
critical cosmopolitanism and global justice. Given that the exchange program is a
school-sponsored program, adding a relevant, rigorous curriculum would ultimately
benefit the school community by preparing their students to enter their immersion abroad
with the strongest skills and preparation to fully engage in their experience.
Insights
Transformative development
This qualitative research study focused on a unique international exchange
opportunity offered at CCA, which is comprised of predominantly privileged high school
students. In my review of literature, the vast majority of research was focused on
university-age or professional adults having international experiences, not on high school
adolescent students. I found no research focused on (a) unaccompanied minors travelling
abroad alone to live amongst a host family for up to a month of time, nor (b) high school
students taking primary responsibility to host an international exchange student in their
home and school for a month or more. The research findings of this study indicate that
reciprocal immersion was impactful and created a transformative experience that
disrupted the adolescent development process characterized by rapid biological,
cognitive, psychological, and social change. In addition to the disruptive experience,
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these adolescent students were in a unique position to be able to interpret their emerging
identity for themselves for the first time. This dynamic offered a profound opportunity
for heightened or accelerated personal growth and development for these youth. Based
on my research findings, I suggest a new conceptual framework specifically focused on
adolescent youth: transformative development. Transformative development takes place
when a significant experience occurs during adolescence that alters the youth’s
developmental process.
I argue that the students represented in this study experienced transformative
development as a result of their immersion experience. Their natural adolescent
biological, cognitive, psychological, and social characteristics continued to develop;
however, I claim that the relational dimension and the personal confidence and
independence dimension of the international immersion significantly altered the course of
their personal development. The immersion experience occurred when the students were
in a highly receptive and impressionable developmental phase. Further, their cognitive
ability had matured to a point where they were able to interpret the significance of their
experience and its consequential impact upon them. In this manner, their identity
development was influenced in a way that goes beyond the normal experiences of
adolescence, which to me, represents transformative development.
Research methods
Given the complexity of the shifting dynamics of adolescence, how would a
researcher best capture the impact of a transformative experience and thus describe the
transformative development? My research design intentionally used multiple qualitative
methods to glean profound, as well as subtle, insights of the indicators of the students’

205
transformative development as a result of their international immersion. The
triangulation of student, parent, and teacher focused interviews for each focal exchange
student created a distinctive lens to gain in-depth insight into the impact of each student’s
experience. Hearing and learning from parents and teachers of each student offered
added complexity to each student’s perspective that he or she shared through the focused
interview and personal documents.
The design of this study intentionally selected students who had participated in a
reciprocal exchange during the years 2012-2015. For the two students who travelled
abroad in the summer of 2015, the student, parent, and teacher interviews and student
written responses to the research questionnaire were based on recent memory with little
time for reflection. For the other eight students, the research participants had one, two,
and three years of time upon which to reflect on their international immersion. This
reflective space offered yet another view into how the reciprocal exchange transformed
the students. By asking the students, parents, and teachers to discuss the impact of the
immersion years after the experience, I was investigating the internalization of the
transformative nature of the experience on the students’ development because they had
time to reflect on their experience and incorporate valued aspects into their identity. The
span of time for reflection enriched this researcher’s understanding of each student’s
exchange while also tapping into the sustained transformative nature of their experience
by better understanding each student’s relationship to the world. The methodology of
using multiple qualitative research techniques generated a rich collection of data from
which themes and patterns readily emerged. This multi-dimensional qualitative research

206
approach was effective for identifying and analyzing the transformative development of a
small number of adolescent-age youth.
Primacy of relationships
One of the key insights gained from this research study was the primacy of
relationships. The relational dimension of the students’ immersion and reciprocal hosting
was profound. What the students carried with them after they left their host family and
host country and what stayed with them as time passed was their connections with other
people; people who they would not have encountered had it not been for their
international immersion. The artifacts that each one chose to symbolize his or her
experience uniquely represented the students’ strong sense of relationship and bond to the
people and spaces that promoted their transformative development. In Michelle’s
Nuestra Señora del Pilar ribbon, Maria’s Harry Potter book in Spanish, Carol’s doodled
course schedule, and Felicia’s beaded bracelets, we can feel the intimacy that developed
between the exchange partners. In the images of Ned’s Spanish rocky surf, Julie’s
breakfast meal, or Danielle’s favorite café, we can imagine the intimate connection that
was made to the physical space associated with the students’ transformative development.
The fact that these students could easily produce an artifact years after their
exchange represented in a profound way the culmination of their experience and
demonstrated how deeply they had been moved by their international reciprocal
immersion. Normal adolescent response following participation in a less than significant
event would have been to either return without artifacts or to toss them in the trash at
home not long after returning from the event. The stuff that kids save in their rooms and
closets holds special meaning for them. This method of using symbolic artifacts offered
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a powerful, unique way of looking at events and experiences that were perceived as truly
transformative for this group of adolescents. The artifacts offered a non-verbal lens that
highlighted the students’ significant and lasting impressions on the primacy of the
relationships to both the people and the places that are interconnected with their
transformative development. The symbolic artifacts offered the researcher a new and
effective way to study developmental milestones.
This opportunity was possible because CCA was part of a unique international
network of schools that share a common history, traditions, educational mission, and
values. Because of strong relationships that are developed by the lay faculty and the
religious community within this network, Exchange Coordinators are able to arrange
exchange partners and host families with confidence. These student-to-student
exchanges also strengthen the relationships within and across the network of schools as
exchange students build friendship bridges with every exchange. The CCA students have
the opportunity of meeting and talking to exchange students that come from other
countries, so they build relationships and a knowledge base of what country they might
want to visit for their exchange. Also, the CCA students can hear first-hand experiences
and seek advice from other CCA students who have already done a reciprocal exchange.
These are important and unique characteristics of this reciprocal network exchange
program. The relational dimension of this network is vital to the success of the exchange
program because it creates a safe space within which unaccompanied minors can travel
and immerse themselves internationally.
Other school networks might exist that could replicate the reciprocal exchanges
described in this research study, thus promoting transformative development for larger
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numbers of youth, especially non-privileged youth. The one-to-one reciprocal nature of
the experience created a deep relational dimension that shifted the experience away from
mere tourism to a profound personal developmental experience. The significance of this
international immersion opportunity was the creation of a positive disruptive event
amidst the students’ adolescent development, thus promoting transformative
development. Experiential learning in the form of student-to-student international
exchange has the possibility to inform pedagogy and praxis of peace and multicultural
education for youth. When an adolescent is motivated to alter his or her sense of identity
in the context of the global world, this is consistent with the motivations of peace and
multicultural education. The important work of education for global citizenship requires
varied and robust approaches.
Conclusion
Pairing up two adolescent students from distant countries to become exchange
sisters or brothers for a month is a simple enough task. Asking these students to open
their homes, their school routines, and their friendships and to be self-reflective,
culturally aware, and critically conscious is a significantly more challenging request. The
exchange students who participated in this study engaged in a unique global experiential
learning opportunity. The students shared with pride the accomplishments they felt they
had achieved by both hosting their exchange partner and living independently with their
host family. These students also conveyed with enthusiasm their adventures, with
sensitivity their challenges, and with introspection their personal growth. The parents
and teachers alike described the care, kindness, generosity, and compassion that they
witnessed in these emerging young adults. All involved were privileged to have had this
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special opportunity, and all involved expressed deep appreciation for the many ways in
which they benefitted.
The design of this study as well as the findings, analysis, and discussion were an
effort to describe 10 exchange students who were changed by their immersions abroad.
All students have opened the door to cosmopolitan thinking; some may even be critically
considering their place of privilege vis-á-vis the larger community. This process opens
the door of critical cosmopolitanism and the very real potential that some day they may
work in solidarity with the marginalized. The value of increased global awareness for
young students emerging into adulthood is to understand the diversity that exists in our
world and the solidarity that is possible with informed empathy. I think we will only
know the long-term impact with the passage of time.
The world has shrunk because of technology, while at the same time it feels like
our global crises have expanded exponentially. The exchange experiences of Amanda,
Michelle, Ned, Maria, Nathan, Carol, Julie, Heather, Danielle, and Felicia created
individual bonds with their exchange partners and host families in France, Spain, Ireland,
Peru, and Australia. While these bonds may appear small, they have begun a web of
understanding; it is the potential of human relationships built on respect and trust that will
make our global world the world of our dreams.
From everyone who has been given much, much will be
demanded; and from the one who has been entrusted with
much, much more will be asked.
~ Luke 12:48 ~
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Appendix A
2012-2015 Reciprocal Exchange Student Demographics
(44 total reciprocal exchanges)
Summer 2012 Cohort
1. Girl
Bondues, France
4 weeks
2. Girl
Nantes, France
3 weeks
3. Girl
Dublin, Ireland
3 weeks
4. Boy
Madrid, Spain
4 weeks
5. Girl
Madrid, Spain
4 weeks
6. Girl
Zaragoza, Spain
3 weeks
7. Girl
Zaragoza, Spain
3 weeks
8. Girl
Zaragoza, Spain
3 weeks
Summer 2013 Cohort
1. Girl
2. Boy
3. Girl
4. Girl

Madrid, Spain
Madrid, Spain
Madrid, Spain
Madrid, Spain

3 weeks
3 weeks
3 weeks
4 weeks

Summer 2014 Cohort
1. Girl
2. Girl
3. Girl
4. Girl
5. Girl
6. Girl
7. Girl
8. Girl
9. Girl
10. Girl
11. Girl
12. Boy
13. Girl
14. Girl
15. Girl
16. Girl
17. Boy

Brisbane, Australia
Brisbane, Australia
Melbourne, Australia
Melbourne, Australia
Sydney, Australia
Sydney, Australia
Sydney, Australia
Sydney, Australia
Bondues, France
Nantes, France
Nantes, France
Nantes, France
Nantes, France
Lima, Peru
Barcelona, Spain
Barcelona, Spain
Madrid, Spain

3 weeks
3 weeks
3 weeks
3 weeks
3 weeks
3 weeks
3 weeks
3 weeks
2 weeks
5 weeks
4 weeks
5 weeks
5 weeks
4 weeks
6 weeks
6 weeks
1 week
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Summer 2015 Cohort
1. Girl
2. Girl
3. Girl
4. Girl
5. Boy
6. Boy
7. Girl*
8. Girl
9. Girl
10. Girl
11. Boy
12. Girl
13. Girl
14. Girl
15. Girl

Vienna, Austria
Sydney, Australia
Sydney, Australia
Bondues, France
Hamburg, Germany
Hamburg, Germany
Dublin, Ireland
Barcelona, Spain
Barcelona, Spain
Barcelona, Spain
Barcelona, Spain
Madrid, Spain
Seville, Spain
Seville, Spain
Seville, Spain

4 weeks
3 weeks
3 weeks
2 weeks
3 weeks
3 weeks
3 weeks
3 weeks
3 weeks
3 weeks
3 weeks
3 weeks
3 weeks
3 weeks
3 weeks

*Student’s 2nd exchange

44 different exchanges
# in population

%

10 case studies
# in sample
%

Gender:

7 boys
36 girls

16%
84%

2
8

20%
80%

Country:

20 exchanges to Spain
10 exchanges to Australia
8 exchanges to France
2 exchanges to Ireland
2 exchanges to Germany
1 exchange to Austria
1 exchange to Peru

45.5%
22.7%
18.2%
4.5%
4.5%
2.3%
2.3%

5
1
3

50%
20%
30%

1

20%
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Appendix B
Approval from University of San Francisco’s Institutional Review Board for the
Protection of Human Subjects (IRBPHS)
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Appendix C
Letter of Consent from the High School Principal (disguised)

!
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Appendix D
Exchange Student Research Questionnaire
A questionnaire was prepared using Qualtrics electronic survey software accessed through the USF technology services. This
questionnaire was sent out via e-mail during summer of 2015 to 43 students who had participated in an international reciprocal
exchange from 2012-2015.

1

Exchange Student Questionnaire
SHP Exchange Students 2012-2015
COVER LETTER:
I have read the cover letter.
m Yes
m No
I am an adult (18 years old or older).
m YES: Please review & acknowledge the Student Consent form & the Research Subject's Bill
of Rights.
m NO: Please review & acknowledge the Student Consent form, the Research Subject's Bill of
Rights, AND have a parent review the Parent Assent form.
STUDENT CONSENT FORM:
RESEARCH SUBJECT’S BILL OF RIGHTS:
STUDENT CONSENT: Participation in research is voluntary. I am free to decline to be in this
study or to withdraw from it at any point. My decision as to whether or not I participate in this
study will have no influence on my present or future status with this institution. I have read the
SHP Student Consent form and the Research Subject’s Bill of Rights; and if I choose, I
can download a hard copy for my records.
My acknowledgment here indicates that I agree to participate in this study.
m YES: I agree to participate.
m NO: I do not want to participate.
STUDENT CONSENT FORM:
RESEARCH SUBJECT’S BILL OF RIGHTS:
STUDENT CONSENT: Participation in research is voluntary. I am free to decline to be in this
study or to withdraw from it at any point. My decision as to whether or not I participate in this
study will have no influence on my present or future status with this institution. I have read the
SHP Student Consent form and the Research Subject’s Bill of Rights; and if I choose, I
can download a hard copy for my records.
My acknowledgment here indicates that I agree to participate in this study.
m YES: I agree to participate; and because I am under 18 years old, I will also have a parent
give permission for me to participate in this study.
m NO: I do not want to participate.
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PARENT ASSENT FORM:
PARENT ASSENT: Participation in research is voluntary. I am free to decline to have my child
be in this study or to withdraw from it at any point. My decision as to whether or not to have my
child participate in this study will have no influence on my child’s present or future status with
this institution. I have read the Parental Informed Assent form and the Research Subject’s Bill of
Rights; and if I choose, I can download a hard copy for my records.
My acknowledgment here indicates that I agree to allow my child to participate in this study.
m YES: I agree to allow my child to participate.
m NO: I do not want to allow my child to participate.
I am the parent of:
SHP Exchange Student Name:
Parent Name:
Date:
Thank you for agreeing to participate in my research on the SHP Exchange
Program. Please respond to the following questions with thoughtful answers about your
student exchange experience at SHP. Please reflect upon both your hosting experience as
well as your time abroad. Please feel free to be as expressive as you wish. Per the Consent
Agreement, your responses will be included as data for my doctoral research study. All
information will be kept anonymous and confidential. Thank you for your assistance!
Ms. FP ~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~
First let’s get some basics about you and your exchange experience:
Contact information:
SHP student name:
preferred e-mail address:
preferred cell phone number:
current mailing address:
International Exchange Student name:
What city and country was your exchange student was from?
What is the name of the international Sacred Heart school that your exchange student attended?
Dates you hosted (approximate):
Dates you went abroad on exchange (approximate):
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How many siblings do you have?
m 0
m 1
m 2
m 3
m 4
m 5
How many siblings lived at home at the time you hosted your exchange student?
m 0
m 1
m 2
m 3
m 4
m 5
Let's think about when you went hosted your exchange student. Please answer
the following questions about your experience as a host.
When you hosted, how much school did your exchange student attend (days/weeks)?
Explain how having an exchange student with you during school influenced your school routine?
When you hosted, did you have school holiday time in addition to weekend time?
m Yes
m No
Please share how you spent your school holiday time.
What did you do with your weekend time while your exchange student was visiting?
What did you enjoy most about your hosting experience?
What did you like least about your hosting experience?
What changed in your daily routine while you were hosting your exchange student?
What, if anything, caused misunderstandings with your exchange student while you were
hosting? How did you manage these misunderstandings?
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What did you learn about yourself or your family/community as a result of having an exchange
student living with you?
What insights did your exchange student share about his/her experience immersing
himself/herself in your family/community?
Let's think about when you went on exchange. Please answer the following questions
about your experience as an exchange guest.
When you went on exchange, was it your 1st time traveling internationally?
m Yes
m No
When you went on exchange, was it your 1st time traveling on an airplane without your parents
to a foreign country?
m Yes
m No
Please briefly list where you have traveled internationally and the context (i.e. family vacation,
group travel, student immersion, etc.).
Please briefly explain your feelings about traveling internationally on exchange.
When you went on exchange, was it your 1st time traveling on an airplane without your parents?
m Yes
m No
Please briefly explain your feelings about flying alone for your exchange.
Please briefly explain your feelings about how your exchange travel differs from other solo
travel experiences.
What language did you speak when you traveled abroad?
When you went on exchange, how much school did you attend (days/weeks approximately)?
When you went on exchange, did you have holiday time other than weekend time? Please share
about your holiday experiences.
Did you travel beyond your host city while you were on exchange? Please describe.
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What did you enjoy most about your exchange abroad experience?
What did you like least about your exchange abroad experience?
Did you feel homesick while abroad? Describe your experience
How do you think your host family adapted their daily routine to accommodate you living with
them?
What, if anything, caused misunderstandings with your host family? How did you manage these
misunderstandings?
What did you learn about yourself as a result of living with your host family?
Let's think about the entire reciprocal exchange experience. Please answer the following
questions about your overall exchange experience.
What motivated you to participate in the exchange program?
In what ways were your expectations met or not met?
Looking back on the experience as a whole, what did you enjoy most about your reciprocal
exchange experience?
Looking back on the experience as a whole, what did you like least about your reciprocal
exchange experience?
After your reciprocal exchange was completed, did you have any new habits, new ways to spend
your time, or new interests? Describe.
Do you keep in communication with your exchange student? Describe your relationship with
your exchange student.
Do you keep in communication with your host family? Describe your relationship with your
host family.
What did you learn about language and culture as a result of your exchange experience?
Do you recommend to your friends or siblings to participate in the exchange program? Why or
why not?
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After your exchange experience, did you share with others about your experience? Why? What
did you share? What did you not share?
Do you have plans to return to your host country? Do you have plans for other international
travel? Describe your plans.
Since your exchange, have you participated in other international experiences? Please describe.
Of all your high school experiences, how does this compare? Please explain.
Describe your overall feelings when you reflect upon your entire reciprocal experience.
Is there anything else that you would like to share about your exchange experience that you have
not had the opportunity to share?
Please share a little more about yourself.
Describe some of your extracurricular activities.
Describe what you have done during your summer holidays after your exchange experience.
Is it important to you to keep up with current events and news? If so, how do you stay informed?
Is there an activity or project that you have engaged in that was inspired by your experiences
with exchange? Please describe.
What personal characteristics do you feel changed as a result of your exchange
experience? Please describe.
Please share about your academic choices.
Have you graduated from SHP?
m Yes
m No
Has your exchange experience influenced you to choose different classes at SHP? If so, please
explain.
Do you plan to do a study abroad experience while in college?
m Yes
m No
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Please explain why you plan to study abroad in college.
Please describe what you hope to do or where you hope to go for your college study
abroad. Please explain why.
Please explain why you do not plan to study abroad in college.
When you think about college, what do you think might be your major and expected
degree? Why are you interested in this?
Where are you currently in school?
Did your exchange experience influence you to choose different classes at SHP or in college? If
so, please explain.
Have you or do you plan to do a study abroad experience while in college? Why or why not?
If you plan on a study abroad experience while in college, describe what you hope to do or where
you hope to go. Please explain why.
What is your major and expected degree, or what do you think it will be? Why are you
interested in this?
In this last section, please think about how your exchange experience might have influenced
your personal development. Please read the following statements and indicate the strength
of your opinion -- from significant-moderate-little-none -- in response to each statement.
To what extent did your participation and experience with the SHP's Exchange
Program…
significant moderate
amount
amount
Change your opinion for different
perspectives? For example, how likely
are you to listen to or consider the
perspective or opinion of someone
different from you?

m

m

small
amount

none at
all

m

m
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Change your perspective on current
events and world affairs?
For example, do you have an increased
interest in staying current with world
news or do you interpret world news
differently?

m

m

m

m

Increase your understanding of varied
domestic and international social
issues? For example, do you have a new
understanding of the systems and
concepts by which these social issues are
maintained and perpetuated?

m

m

m

m

m

m

m

m

m

m

m

m

m

m

m

m

m

m

m

m

m

m

m

m

Change your sense of self-confidence?
For example, do you have increased
confidence in your ability to navigate
challenging situations?

m

m

m

m

Cause you to think about your personal
values or priorities?
For example, do you feel a changed set of
priorities in your life?

m

m

m

m

Change your understanding of social,
political and/or economic inequality?
For example, do you view domestic or
international social, political or economic
issues differently?
Change your view of your home, school
or larger social community? For
example, do you have a new
understanding of the community in which
you live?
Give you a new awareness of your own
cultural biases? For example, do you
have an awareness of the effects that your
native culture has on your perspective
and communication style?
Change your ability to see your country
through a lens of another culture?
For example, can you imagine your
country from the perspective of your host
family?
Change your ability to work effectively
with others and with people who may
be different from you?
For example, do you experience group
interactions differently?
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Cause you to change your interactions
with strangers or other unfamiliar
people?
For example, when you meet someone
new, do you interact differently?
Cause you to have a modified sense of
your own identity? For example, do you
feel that you see yourself and describe
yourself differently?
Cause you to be more outgoing? For
example, do you feel that you engage
more with others or seek out new
opportunities?

m

m

m

m

m

m

m

m

m

m

m

m

Thank you! Thank you! Thank you! Thank you for taking the time to carefully and
thoughtfully complete this questionnaire. It will be of great help to me for my doctoral
research project. My sincere gratitude. peace, Ms. FP
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COVER LETTER embedded into the questionnaire:

Deborah Farrington Padilla
Doctoral Candidate
University of San Francisco
830 Tolman Dr.
Stanford, CA 94305
dafarringtonpadilla@usfca.edu

Dear SHP Exchange Student,
I hope you are well and enjoying your summer. Like you, I am a student. I started a doctoral
program three years ago at the University of San Francisco in the International and Multicultural
Education Department at the School of Education. I’m focusing on Human Rights Education. In
May I finished my last class, so I’m a Doctoral Candidate… yay! Now I’m working on my
dissertation. I need to conduct original research, and I’ve decided to focus my research on SHP’s
Exchange Program. USF and SHP have given me approval to conduct this research.
I’m asking you to participate in this research because I want to learn from a cross-section of SHP
students from the last four years who have completed a short-term reciprocal international
student-to-student exchange experience within the international Network of Sacred Heart
Schools. I hope you will agree to participate in this study. Your participation will assist me in
better understanding SHP’s Exchange Program and in completing the requirements for my Ed.D.
degree.
As a first step of my data collection, I have prepared a questionnaire asking for reflections about
your exchange experience. I am sending this out to all SHP students who participated in a
reciprocal exchange in 2012-2015. If you agree to participate, please complete the Exchange
Student – Participant Informed Consent form. If you are a minor-age student (younger than 18
years old), please ask a parent to complete the Parental Informed Consent for Minor Age
Exchange Student form. You can use Adobe Reader to add an electronic signature on the
consent form. Please return these signed consent forms to me via e-mail at your earliest
convenience.
Your questionnaire responses will become research data from which I will analyze the SHP
Exchange Program. I will follow all confidentiality arrangements as specified on the Informed
Consent form.
Thank you so very much for your time! I very much appreciate your assistance and I look
forward to learning more about your exchange experience. Happy summer to you!
peace,
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STUDENT CONSENT FORM embedded into the questionnaire:

SHP EXCHANGE STUDENT - PARTICIPANT INFORMED CONSENT
CONSENT TO PARTICIPATE IN RESEARCH
Purpose and Background of Study
Ms. Deborah Farrington Padilla, a doctoral candidate in the International and Multicultural Education
Department at the School of Education at the University of San Francisco working under the direction
of Professor Susan R. Katz, Ph.D., is conducting a research study on the SHP Exchange Program. I am
being asked to participate because within the last four years I completed a short-term reciprocal
international student-to-student exchange experience within the international Network of Sacred Heart
Schools.
Below is a description of the research procedures and an explanation of your rights as a research
participant. You should read this information carefully. If you agree to participate, you will sign the
space provided to indicate that you have read and understand the information on this consent form.
Procedures
If I agree to be a participant in this study, I will complete a research questionnaire.
Potential Risks and/or Discomforts
1. The researcher does not anticipate any risks or discomforts to me from participating in this research. I
am free to decline to answer any questions I do not wish to answer or to withdraw my consent and
discontinue participation at any time without penalty.
2. All study documents will be kept confidential and secure in a private location. Only the researcher,
Ms. Deborah Farrington Padilla and the dissertation chair will have access to study files.
3. Study records will be kept as confidential as possible. Each participant will be assigned a pseudonym,
and this pseudonym will be used to disguise participant identity in all published forms of this study.
No individual identities will be used in any reports or publications resulting from this study, and
individual data will not be shared in any manner.
Benefits
There will be no direct benefit to me from participating in this study, The anticipated benefit of this
study is both scholarly understanding of the impact of international student exchange as well as
specific understanding of the Exchange Program within the international Network of Sacred Heart
Schools and at Sacred Heart Preparatory.
Cost/Financial Considerations
There will be no cost to me as a result of taking part in this study.
Payment/Reimbursement
I will not be reimbursed for my participation in this study.
Questions
If I have further questions about this study, I may call Ms. Deborah Farrington Padilla at 650-575-5435
or e-mail her.
If I have any questions or comments about this research, I may contact the Institutional Review Board
for the Protection of Human Subjects (IRB) at the University of San Francisco by e-mailing
IRBPHS@usfca.edu; calling 415-422-6091 and leaving a voice message; or writing IRBPHS,
Counseling Psychology Department, Education Building, 2130 Fulton Street, San Francisco, CA
94117-1071. I may also review the policy, process, and procedures for obtaining approval to conduct
research at the University of San Francisco that involves human subjects at http://tinyurl.com/pd73ytw.
Consent
Participation in research is voluntary. I am free to decline to be in this study or to withdraw
from it at any point. My decision as to whether or not I participate in this study will have no
influence on my present or future status with this institution. I have read the SHP Student
Consent form and the Research Subject’s Bill of Rights; and if I choose, I can download a
hard copy for my records.
My acknowledgement on the survey indicates that I agree to participate in this study.

Signature of Person Obtaining Consent

6 July 2015
Date of Signature
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PARENT ASSENT FORM embedded into the questionnaire:

PARENTAL INFORMED ASSENT FOR MINOR AGE SHP EXCHANGE STUDENT
CONSENT TO PARTICIPATE IN RESEARCH
Purpose and Background of Study
Ms. Deborah Farrington Padilla, a doctoral candidate in the International and Multicultural Education
Department at the School of Education at the University of San Francisco working under the direction of
Professor Susan R. Katz, Ph.D., is conducting a research study on the SHP Exchange Program. My child is
being asked to participate because within the last four years he/she completed a short-term reciprocal
international student-to-student exchange experience within the international Network of Sacred Heart Schools.
Below is a description of the research procedures and an explanation of your child’s rights as a research
participant. You should read this information carefully. If you agree to allow your child to participate, you
will sign the space provided to indicate that you have read and understand the information on this consent
form.
Procedures
If I agree to have my child be a participant in this study, my child will complete a research questionnaire.
Potential Risks and/or Discomforts
1. The researcher does not anticipate any risks or discomforts to your child from participating in this research.
He/she is free to decline to answer any questions that he/she does not wish to answer or I may withdraw my
assent and discontinue my child’s participation at any time without penalty.
2. All study documents will be kept confidential and secure in a private location and audio recordings will be
expunged upon completion of the dissertation. Only the researcher, Ms. Deborah Farrington Padilla and the
dissertation chair will have access to study files.
3. Study records will be kept as confidential as possible. Each participant will be assigned a pseudonym, and
this pseudonym will be used to disguise participant identity in all published forms of this study. No
individual identities will be used in any reports or publications resulting from this study, and individual data
will not be shared in any manner.
Benefits
There will be no direct benefit to me or my child from participating in this study, The anticipated benefit of
this study is both scholarly understanding of the impact of international student exchange as well as specific
understanding of the Exchange Program within the international Network of Sacred Heart Schools and at
Sacred Heart Preparatory.
Cost/Financial Considerations
There will be no cost to me or my child as a result of taking part in this study.
Payment/Reimbursement
Neither my child nor I will be reimbursed for his/her participation in this study.
Questions
If I have further questions about this study, I may call Ms. Deborah Farrington Padilla at 650-575-5435 or email her.
If I have any questions or comments about this research, I may contact the Institutional Review Board for the
Protection of Human Subjects (IRB) at the University of San Francisco by e-mailing IRBPHS@usfca.edu;
calling 415-422-6091 and leaving a voice message; or writing IRBPHS, Counseling Psychology Department,
Education Building, 2130 Fulton Street, San Francisco, CA 94117-1071. I may also review the policy, process,
and procedures for obtaining approval to conduct research at the University of San Francisco that involves
human subjects at http://tinyurl.com/pd73ytw.
Assent
PARTICIPATION IN RESEARCH IS VOLUNTARY. I am free to decline to have my child be in this study
or to withdraw from it at any point. My decision as to whether or not to have my child participate in this
study will have no influence on my child’s present or future status with this institution. I have
read the Parental Informed Assent form and the Research Subject’s Bill of Rights; and if I choose, I
can download a hard copy for my records.
My signature below indicates that I agree to allow my child participate in this study.

Signature of Person Obtaining Consent

6 July 2015
Date of Signature

237
RESEARCH SUBJECT’S BILL OF RIGHTS embedded into the questionnaire:

Research Subject’s Bill of Rights
The rights listed below are the right of every individual asked to participate in a research
study. Research subjects can expect:
•

•
•
•
•
•

•
•
•
•
•
•
•
•
•
•
•
•

•
•

•
•

To be told the extent to which confidentiality of records identifying the subject will be maintained and of
the possibility that specified individuals, internal and external regulatory agencies, or study sponsors may
inspect information in the medical record specifically related to participation in the clinical trial.
To be told of any benefits that may reasonably be expected from the research.
To be told of any reasonably foreseeable discomforts or risks.
To be told of appropriate alternative procedures or courses of treatment that might be of benefit to the
subject.
To be told of the procedures to be followed during the course of participation, especially those that are
experimental in nature.
To be told that they may refuse to participate (participation is voluntary), and that declining to participate
will not compromise access to services and will not result in penalty or loss of benefits to which the
subject is otherwise entitled.
To be told about compensation and medical treatment if research related injury occurs and where further
information may be obtained when participating in research involving more than minimal risk.
To be told whom to contact for answers to pertinent questions about the research, about the research
subjects' rights and whom to contact in the event of a research-related injury to the subject.
To be told of anticipated circumstances under which the investigator without regard to the subject's
consent may terminate the subject's participation.
To be told of any additional costs to the subject that may result from participation in the research.
To be told of the consequences of a subjects' decision to withdraw from the research and procedures for
orderly termination of participation by the subject.
To be told that significant new findings developed during the course of the research that may relate to the
subject's willingness to continue participation will be provided to the subject.
To be told the approximate number of subjects involved in the study.
To be told what the study is trying to find out;
To be told what will happen to me and whether any of the procedures, drugs, or devices are different from
what would be used in standard practice;
To be told about the frequent and/or important risks, side effects, or discomforts of the things that will
happen to me for research purposes;
To be told if I can expect any benefit from participating, and, if so, what the benefit might be;
To be told of the other choices I have and how they may be better or worse than being in the study; To be
allowed to ask any questions concerning the study both before agreeing to be involved and during the
course of the study;
To be told what sort of medical or psychological treatment is available if any complications arise;
To refuse to participate at all or to change my mind about participation after the study is started; if I were
to make such a decision, it will not affect my right to receive the care or privileges I would receive if I
were not in the study;
To receive a copy of the signed and dated consent form; and
To be free of pressure when considering whether I wish to agree to be in the study.
If I have other questions, I should ask the researcher or the research assistant. In addition, I may contact
the Institutional Review Board for the Protection of Human Subjects (IRBPHS), which is concerned with
protection of volunteers in research projects. I may reach the IRBPHS by electronic mail at
IRBPHS@usfca.edu.
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Appendix E
Follow-up Interviews
Exchange Student - Participant Cover Letter and Informed Consent

Deborah Farrington Padilla
Doctoral Candidate
University of San Francisco
830 Tolman Dr.
Stanford, CA 94305
dafarringtonpadilla@usfca.edu

Dear SHP Exchange Student,
Thank you so very much for completing the Exchange Student Questionnaire. I know
you are very busy, so I appreciate the time you spent reflecting and responding. I’ve
enjoyed learning more about so many students’ exchange experiences!
I sent the questionnaire to all 44 students who went on exchange from 2012-2015. Based
on these questionnaire responses, I am hoping to follow-up with a few students from each
annual group. I want to conduct brief interviews and collect writings that were written
during or after the exchange that had to do with the exchange experience (college essay,
for example). From this added information, I hope to gather more detailed insights about
the exchange program.
I have selected you for that follow-up. I hope you will share a little more of your time to
engage in this follow-up phase of my research.
As principal researcher, I will use several qualitative research methods to gather data for
this study. If you agree to participate in this follow-up phase of my study, you will be
asked to share personal documents; be interviewed – both individually and in a group;
and identify a parent and a teacher or adult friend who will be interviewed about your
personal development. You will have the opportunity to read the transcripts of your
interviews before they are included as study data.
If you are willing to participate, I have an informed consent form that I will ask you to
sign. I’ve included it below, and will have a copy for you to sign when I interview you.
Truly, I very much appreciate your generosity of your time to assist me in my doctoral
research. I look forward to hearing from you soon.
Sincerely,
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EXCHANGE STUDENT - PARTICIPANT INFORMED CONSENT
UNIVERSITY OF SAN FRANCISCO
CONSENT TO PARTICIPATE IN RESEARCH
Purpose and Background of Study
Ms. Deborah Farrington Padilla, a doctoral candidate in the International and Multicultural
Education Department at the School of Education at the University of San Francisco working
under the direction of Professor Susan R. Katz, Ph.D., is conducting a research study on the SHP
Exchange Program. I am being asked to participate because within the last four years I
completed a short-term reciprocal international student-to-student exchange experience within
the international Network of Sacred Heart Schools.
Below is a description of the research procedures and an explanation of your rights as a research
participant. You should read this information carefully. If you agree to participate, you will sign
the space provided to indicate that you have read and understand the information on this consent
form.
Procedures
If I agree to be a participant in this study, the following will happen.
1. I will participate in one 30-minute personal focus interview at a mutually agreeable time and
location.
2. I will participate in one 30-minute group focus interview at a mutually agreeable time and
location.
3. I will identify a parent(s) who will participate in one 30-minute focus interview.
4. I will identify a teacher or adult friend who will participate in one 30-minute focus interview.
5. I will share personal documents that might reveal feelings and experiences while I was on
exchange. These might include: personal writing, reflections, blog postings, and other
supplementary evidence. These will become part of the study data.
6. I will select one artifact as a symbolic representation of my exchange experience. This can
be in the form of a photograph or memento. I will be asked to describe the symbolism of my
choice in a recorded conversation with the researcher.
7. I will be asked about my experiences while on international exchange and my perceptions of
my development as a result of my exchange.
8. I will participate in the interviews with knowledge that they will be taped and transcribed.
9. I will have the opportunity to review the transcript of my interviews before they are included
as study data.
Potential Risks and/or Discomforts
1. The researcher does not anticipate any risks or discomforts to me from participating in this
research. I am free to decline to answer any questions I do not wish to answer or to withdraw
my consent and discontinue participation at any time without penalty.
2. All study documents will be kept confidential and secure in a private location and audio
recordings will be expunged upon completion of the dissertation. Only the researcher, Ms.
Deborah Farrington Padilla and the dissertation chair will have access to study files.
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3. Study records will be kept as confidential as possible. Each participant will be assigned a
pseudonym, and this pseudonym will be used to disguise participant identity in all published
forms of this study. No individual identities will be used in any reports or publications
resulting from this study, and individual data will not be shared in any manner.
Benefits
There will be no direct benefit to me from participating in this study, The anticipated benefit of
this study is both scholarly understanding of the impact of international student exchange as well
as specific understanding of the Exchange Program within the international Network of Sacred
Heart Schools and at Sacred Heart Preparatory.
Cost/Financial Considerations
There will be no cost to me as a result of taking part in this study.
Payment/Reimbursement
I will not be reimbursed for my participation in this study.
Questions
I have talked to Ms. Deborah Farrington Padilla about this study and have had my questions
answered. If I have further questions about this study, I may call her at 650-575-5435 or
Professor Katz at 415-422-2209.
If I have any questions or comments about this research, I may contact the Institutional Review
Board for the Protection of Human Subjects (IRB) at the University of San Francisco by emailing IRBPHS@usfca.edu; calling 415-422-6091 and leaving a voice message; or writing
IRBPHS, Counseling Psychology Department, Education Building, 2130 Fulton Street, San
Francisco, CA 94117-1071. I may also review the policy, process, and procedures for obtaining
approval to conduct research at the University of San Francisco that involves human subjects at
http://tinyurl.com/pd73ytw.
Consent
PARTICIPATION IN RESEARCH IS VOLUNTARY. I am free to decline to be in this study or
to withdraw from it at any point. My decision as to whether or not I participate in this study will
have no influence on my present or future status with this institution. I have been given a copy
of the Research Subject’s Bill of Rights, and I have been given a copy of this consent form to
keep.
My signature below indicates that I agree to participate in this study.

Subject’s Name

Subject’s Signature

Date of Signature

Signature of Person Obtaining Consent

Date of Signature
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Appendix F
Follow-up Interviews
Parent of Minor Age Exchange Student - Informed Assent

1
PARENTAL INFORMED ASSENT FOR MINOR AGE EXCHANGE STUDENT
UNIVERSITY OF SAN FRANCISCO
CONSENT TO PARTICIPATE IN RESEARCH
Purpose and Background of Study
Ms. Deborah Farrington Padilla, a doctoral candidate in the International and Multicultural Education
Department at the School of Education at the University of San Francisco working under the direction of
Professor Susan R. Katz, Ph.D., is conducting a research study on the SHP Exchange Program. My child is
being asked to participate because within the last four years he/she completed a short-term reciprocal
international student-to-student exchange experience within the international Network of Sacred Heart
Schools.
Below is a description of the research procedures and an explanation of your child’s rights as a research
participant. You should read this information carefully. If you agree to allow your child to participate,
you will sign the space provided to indicate that you have read and understand the information on this
consent form.
Procedures
If I agree to have my child be a participant in this study, the following will happen. (Please see the chart for a
summary of the data to be collected for each participant.)
1. My child will complete a research questionnaire.
2. My child will participate in one 30-minute personal focus interview at a mutually agreeable time and
location.
3. My child will participate in one 30-minute group focus interview at a mutually agreeable time and
location.
4. My child will identify a parent(s) who will participate in one 30-minute focus interview.
5. My child will identify a teacher or adult friend who will participate in one 30-minute focus interview.
6. My child will share personal documents that might reveal feelings and experiences while he/she was on
exchange. These might include: personal writing, reflections, blog postings, and other supplementary
evidence. These will become part of the study data.
7. My child will select one artifact as a symbolic representation of my exchange experience. This can be in
the form of a photograph or memento. I will be asked to describe the symbolism of my choice in a
recorded conversation with the researcher.
8. My child will be asked about his/her experiences while on international exchange and his/her perceptions
of his/her development as a result of his/her exchange.
9. My child will participate in the interviews with knowledge that they will be taped and transcribed.
10. My child will have the opportunity to review the transcript of his/her interviews before they are included
as study data.
Potential Risks and/or Discomforts
1. The researcher does not anticipate any risks or discomforts to your child from participating in this
research. He/she is free to decline to answer any questions that he/she does not wish to answer or I may
withdraw my assent and discontinue my child’s participation at any time without penalty.
2. All study documents will be kept confidential and secure in a private location and audio recordings will
be expunged upon completion of the dissertation. Only the researcher, Ms. Deborah Farrington Padilla
and the dissertation chair will have access to study files.
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3. Study records will be kept as confidential as possible. Each participant will be assigned a pseudonym,
and this pseudonym will be used to disguise participant identity in all published forms of this study. No
individual identities will be used in any reports or publications resulting from this study, and individual
data will not be shared in any manner.
Benefits
There will be no direct benefit to me or my child from participating in this study, The anticipated benefit
of this study is both scholarly understanding of the impact of international student exchange as well as
specific understanding of the Exchange Program within the international Network of Sacred Heart
Schools and at Sacred Heart Preparatory.
Cost/Financial Considerations
There will be no cost to me or my child as a result of taking part in this study.
Payment/Reimbursement
Neither my child nor I will be reimbursed for his/her participation in this study.
Questions
I have talked to Ms. Deborah Farrington Padilla about this study and have had my questions answered. If I
have further questions about this study, I may call her at 650-575-5435 or Professor Katz at 415-422-2209.
If I have any questions or comments about this research, I may contact the Institutional Review Board for the
Protection of Human Subjects (IRB) at the University of San Francisco by e-mailing IRBPHS@usfca.edu;
calling 415-422-6091 and leaving a voice message; or writing IRBPHS, Counseling Psychology Department,
Education Building, 2130 Fulton Street, San Francisco, CA 94117-1071. I may also review the policy,
process, and procedures for obtaining approval to conduct research at the University of San Francisco that
involves human subjects at http://tinyurl.com/pd73ytw.
Assent
PARTICIPATION IN RESEARCH IS VOLUNTARY. I am free to decline to have my child be in this
study or to withdraw from it at any point. My decision as to whether or not to have my child participate
in this study will have no influence on my child’s present or future status with this institution. I have
been given a copy of the Research Subject’s Bill of Rights, and I have been given a copy of this consent
form to keep.
My signature below indicates that I agree to allow my child participate in this study.

Subject’s Name

Signature of Subject’s Parent/Guardian

Date of Signature

Signature of Person Obtaining Consent

Date of Signature
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Appendix G
Parent or Teacher - Participant Informed Consent

1
PARENT OR TEACHER - PARTICIPANT INFORMED CONSENT
UNIVERSITY OF SAN FRANCISCO
CONSENT TO PARTICIPATE IN RESEARCH
Purpose and Background of Study
Ms. Deborah Farrington Padilla, a doctoral candidate in the International and Multicultural Education
Department at the School of Education at the University of San Francisco working under the direction of
Professor Susan R. Katz, Ph.D., is conducting a research study on the impact that exchange experiences
have upon the development of global citizen identity in high school students. I am being asked to
participate because I am a parent, guardian, teacher, or friend of an exchange student who completed a
short-term reciprocal international student-to-student exchange experience within the international
Network of Sacred Heart Schools.
Below is a description of the research procedures and an explanation of your rights as a research
participant. You should read this information carefully. If you agree to participate, you will sign the
space provided to indicate that you have read and understand the information on this consent form.
Procedures
If I agree to be a participant in this study, the following will happen. (Please see the chart for a summary of
the data to be collected for each participant.)
1. I will participate in one 15-minute personal focus interview at a mutually agreeable time and location.
2. I will be asked about my understandings of the international exchange and my perceptions of the
student’s development as a result of his or her exchange.
3. I will participate in the interview with knowledge that it will be taped and transcribed.
4. I will have the opportunity to review the transcript of my interview before it is included as study data.
Potential Risks and/or Discomforts
1. The researcher does not anticipate any risks or discomforts to me from participating in this research.
I am free to decline to answer any questions I do not wish to answer or to withdraw my consent and
discontinue participation at any time without penalty
2. All study documents will be kept secure in a private location and audio recordings will be expunged
upon completion of the dissertation. Only the researcher, Ms. Deborah Farrington Padilla and the
dissertation chair will have access to study files.
3. Study records will be kept as confidential as possible. Each participant will be assigned a
pseudonym, and this pseudonym will be used to disguise participant identity in all published forms of
this study. No individual identities will be used in any reports or publications resulting from this
study, and individual data will not be shared in any manner.
Benefits
There will be no direct benefit to me from participating in this study, The anticipated benefit of this study
is both scholarly understanding of the impact of international student exchange as well as specific
understanding of the Exchange Program within the international Network of Sacred Heart Schools and at
Sacred Heart Preparatory.
Cost/Financial Considerations
There will be no cost to me as a result of taking part in this study.
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Payment/Reimbursement
I will not be reimbursed for my participation in this study.
Questions
I have talked to Ms. Deborah Farrington Padilla about this study and have had my questions answered. If
I have further questions about this study, I may call her at 650-575-5435 or Professor Katz at 415-4222209.
If I have any questions or comments about this research, I may contact the Institutional Review Board for
the Protection of Human Subjects (IRB) at the University of San Francisco by e-mailing
IRBPHS@usfca.edu; calling 415-422-6091 and leaving a voice message; or writing IRBPHS, Counseling
Psychology Department, Education Building, 2130 Fulton Street, San Francisco, CA 94117-1071. I may
also review the policy, process, and procedures for obtaining approval to conduct research at the
University of San Francisco that involves human subjects at http://tinyurl.com/pd73ytw.
Consent
PARTICIPATION IN RESEARCH IS VOLUNTARY. I am free to decline to be in this study or to
withdraw from it at any point. My decision as to whether or not I participate in this study will have no
influence on my present or future status with this institution. I have been given a copy of the Research
Subject’s Bill of Rights, and I have been given a copy of this consent form to keep.
My signature below indicates that I agree to participate in this study.

Subject’s Name

Subject’s Signature

Date of Signature

Signature of Person Obtaining Consent

Date of Signature

245
Appendix H
Interview Protocol - Individual Exchange Student

Interview Protocol-Individual Exchange Student
Research question: To what extent do students broaden their perspective of the global
community and how is this demonstrated?
Take a moment to think about before and after your exchange experience. Do you think your
perspective about global events and issues has changed? In what ways? Can you give an
example? What experience from your exchange might have influenced you to change your
perspective?
When you think about domestic or international issues, do you use multiple perspectives to
interpret and make sense of the issue? Please explain what perspectives you might use. Please
share an example.
Do you think about the world differently now? In what ways? Please give an example.
Research question: To what extent do students demonstrate care for their fellow human
beings beyond their home community?
When you hear about events happening in or near your host family’s country, do you think about
your host family? What do you imagine when you think about your host family? Can you give
an example?
Again, take a moment to think about before and after your exchange experience. When you
learn about domestic or global issues of inequity or injustice, do you pay more attention? Why
or why not? Can you share an example of an issue that made you think about your host family or
about those you met while on exchange?
What issues are of greatest concern to you? Have your priorities changed as a result of your
exchange experience?
Research question: To what extent do students internalize what they learned from their
global experience by willingly embracing a global citizen identity?
How would you describe yourself in the context of your exchange?
What characteristics about yourself are you most proud of?
Where do you see yourself in 5 years? In 10 years?
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Interview Protocol-Individual Exchange Student
Research focus:

Privilege

You had a unique opportunity to be an exchange student. Very few students have this kind of
opportunity. What do you think about when you consider this opportunity?
How do you view your school, your home, your community in comparison to what you
experienced on exchange?
Now that you’ve been given the opportunity to be an exchange student, what responsibility do
you have to the school community? To your family or host family? To the larger community?
Research focus:

Cultural Humility

How does your exchange experience influence how you interact with people from different
cultures or those who have different life experiences?
Did your exchange experience make you aware of any cultural or other biases that you were
previously unaware of?
Do you find yourself questioning yourself, your opinions, or the justifications of your opinions?
Does this happen as a result of your exchange experience?
Research focus:

Transformative Learning

We all develop frames of reference as we develop and mature. Can you think of one of your
frames of reference that has changed as a result of your exchange experience? What caused the
change?
Did you come home from your exchange experience a changed person? How and in what ways?
Research focus:

Long-term Impact:

What is the most significant long-term impact of your exchange experience? Why? Please
explain or please give an example.
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Appendix I
Interview Protocol - Parent

1
Interview Protocol-Parent
Thank you for agreeing to participate in this 30-minute interview about your child’s
exchange experience. Let’s get started…
1. Who’s idea was it for your child to participate in the exchange program?
2. What motivated your child to participate in the exchange experience?
3. What expectations did you have for your child’s exchange experience?
4. Of all your child’s high school experiences, how did this compare?
5. What was the highlight of your child’s exchange experience?
6. What was the greatest challenge of your child’s experience?
7. What was the most important lesson that your child learned from exchange?
Research question: To what extent do students broaden their perspective of the global
community and how is this demonstrated?
Take a moment to think about before and after [exchange student’s name] exchange experience.
Do you think his/her perspective about global events and issues has changed? In what ways?
Can you give an example? What experience from [exchange student’s name] exchange might
have influenced him/her to change his/her perspective?
When [exchange student’s name] thinks about domestic or international issues, does he/she use
multiple perspectives to interpret and make sense of the issue? Please explain what perspectives
he/she might use. Please share an example.
Does [exchange student’s name] think about the world differently now? In what ways? Please
give an example.
Research question: To what extent do students demonstrate care for their fellow human
beings beyond their home community?
When [exchange student’s name] hears about events happening in or near his/her host family’s
country, does [exchange student’s name] think about his/her host family? What does [exchange
student’s name] imagine when he/she thinks about his/her host family? Can you give an
example?
Again, take a moment to think about before and after [exchange student’s name] exchange
experience. When [exchange student’s name] learns about domestic or global issues of inequity
or injustice, does [exchange student’s name] pay more attention? Why or why not? Can you
share an example of an issue that made [exchange student’s name] think about his/her host
family or about those [exchange student’s name] met while on exchange?
What issues are of greatest concern to [exchange student’s name]? Have [exchange student’s
name] priorities changed as a result of his/her exchange experience?
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Interview Protocol-Parent
Research question: To what extent do students internalize what they learned from their
global experience by willingly embracing a global citizen identity?
How would [exchange student’s name] describe him/herself in the context of his/her exchange?
What characteristics about [exchange student’s name] is he/she most proud of?
Where does [exchange student’s name] see him/herself in 5 years? In 10 years?
Research focus:

Privilege

[exchange student’s name] had a unique opportunity to be an exchange student. Very few
students have this kind of opportunity. What does [exchange student’s name] think about when
he/she considers this opportunity?
How does [exchange student’s name] view his/her school, his/her home, his/her community in
comparison to what [exchange student’s name] experienced on exchange?
Now that [exchange student’s name] has been given the opportunity to be an exchange student,
what responsibility does he/she have to the school community? To [exchange student’s name]
family or host family? To the larger community?
Research focus:

Cultural Humility

How does [exchange student’s name] exchange experience influence how he/she interacts with
people from different cultures or those who have different life experiences?
Did [exchange student’s name] exchange experience make him/her aware of any cultural or other
biases that [exchange student’s name] was previously unaware of?
Does [exchange student’s name] find him/herself questioning him/herself, his/her opinions, or
the justifications of his/her opinions? Does this happen as a result of [exchange student’s name]
exchange experience?
Research focus:

Transformative Learning

We all develop frames of reference as we develop and mature. Can you think of one of
[exchange student’s name] frames of reference that has changed as a result of his/her exchange
experience? What caused the change?
Did [exchange student’s name] come home from his/her exchange experience a changed person?
How and in what ways?
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Appendix J
Interview Protocol - Teacher

Interview Protocol-Teacher
Thank you for agreeing to participate in this 30-minute interview about your child’s
exchange experience. Let’s get started…
1. How do you know [exchange student’s name]?
2. What motivated [exchange student’s name] to participate in the exchange experience?
3. In what ways have you interacted with [exchange student’s name] since he/she
participated in the exchange program?

Research question: To what extent do students broaden their perspective of the global
community and how is this demonstrated?
Take a moment to think about before and after [exchange student’s name] exchange experience.
Do you think his/her perspective about global events and issues has changed? In what ways?
Can you give an example? What experience from [exchange student’s name] exchange might
have influenced him/her to change his/her perspective?
When [exchange student’s name] thinks about domestic or international issues, does he/she use
multiple perspectives to interpret and make sense of the issue? Please explain what perspectives
he/she might use. Please share an example.
Does [exchange student’s name] think about the world differently now? In what ways? Please
give an example.

Research question: To what extent do students demonstrate care for their fellow human
beings beyond their home community?
When [exchange student’s name] hears about events happening in or near his/her host family’s
country, does [exchange student’s name] think about his/her host family? What does [exchange
student’s name] imagine when he/she thinks about his/her host family? Can you give an
example?
Again, take a moment to think about before and after [exchange student’s name] exchange
experience. When [exchange student’s name] learns about domestic or global issues of inequity
or injustice, does [exchange student’s name] pay more attention? Why or why not? Can you
share an example of an issue that made [exchange student’s name] think about his/her host
family or about those [exchange student’s name] met while on exchange?
What issues are of greatest concern to [exchange student’s name]? Have [exchange student’s
name] priorities changed as a result of his/her exchange experience?
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Interview Protocol-Teacher
Research question: To what extent do students internalize what they learned from their
global experience by willingly embracing a global citizen identity?
How would [exchange student’s name] describe him/herself in the context of his/her exchange?
What characteristics about [exchange student’s name] is he/she most proud of?
Where does [exchange student’s name] see him/herself in 5 years? In 10 years?

Research focus:

Privilege

[exchange student’s name] had a unique opportunity to be an exchange student. Very few
students have this kind of opportunity. What does [exchange student’s name] think about when
he/she considers this opportunity?
How does [exchange student’s name] view his/her school, his/her home, his/her community in
comparison to what [exchange student’s name] experienced on exchange?
Now that [exchange student’s name] has been given the opportunity to be an exchange student,
what responsibility does he/she have to the school community? To [exchange student’s name]
family or host family? To the larger community?
Research focus:

Cultural Humility

How does [exchange student’s name] exchange experience influence how he/she interacts with
people from different cultures or those who have different life experiences?
Did [exchange student’s name] exchange experience make him/her aware of any cultural or other
biases that [exchange student’s name] was previously unaware of?
Does [exchange student’s name] find him/herself questioning him/herself, his/her opinions, or
the justifications of his/her opinions? Does this happen as a result of [exchange student’s name]
exchange experience?

Research focus:

Transformative Learning

We all develop frames of reference as we develop and mature. Can you think of one of
[exchange student’s name] frames of reference that has changed as a result of his/her exchange
experience? What caused the change?
Did [exchange student’s name] come home from his/her exchange experience a changed person?
How and in what ways?
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Appendix K
Symbolic Artifact Guidelines

SHP Exchange Student
Symbolic Artifact Guidelines
Exchange experience artifact
The purpose of sharing an artifact that symbolizes your exchange experience is to
understand your experience from a visual lens. Please select an artifact – a photo, a
memento, or other item – that is important and representative to you when you think
about your exchange experience. Please choose something that has special meaning for
you when you reflect back upon your experience.
Please send me a photo of your artifact (or if it’s already a photo, send the image). You
may photograph yourself holding the artifact or represent your artifact in any way you
choose. This photograph will become part of my research study data.
Explain the meaning of your artifact
1. Describe your artifact.
2. Explain why this artifact is symbolic of your exchange experience.
•

Why is it meaningful?

•

How did it become important to you?

•

Do you have a story associated with your artifact? Please share.

Thank you so very much for contributing to my deeper understanding of your exchange
experience. I sincerely appreciate your help with my dissertation research!
peace,
Ms. FP
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Appendix L
Follow-up Data Collection for Case Studies #1-10
Note: All names have been changed to pseudonyms to ensure privacy. Text citations
reference the interviews and personal documents by name and date. Case studies
below were sorted by year of immersion abroad.
Follow-up Data Collection for Case Study #1
Personal interviews
Student Interview: Amanda
Parent Interview: Denise
Teacher Interview: Carmen
Personal documents
Research questionnaire
Symbolic artifact
Academic work
College essays

Date collected
July 21, 2015
August 20, 2015
November 10, 2015
July 17, 2015
September 11, 2015
September 11, 2015
September 11, 2015

Follow-up Data Collection for Case Study #2
Personal interviews
Student Interview: Carol
Parent Interview: Mary
Teacher Interview: Bruce
Personal documents
Research questionnaire
Symbolic artifact
Exchange blog
Personal reflection

Date collected
July 23, 2015
October 7, 2015
November 17, 2015
July 12, 2015
August 1, 2015
June 17-July 15, 2014
July 21, 2015

Follow-up Data Collection for Case Study #3
Personal interviews
Student Interview: Danielle
Parent Interview: Ellen
Teacher Interview: Jorge
Personal documents
Research questionnaire
Symbolic artifact

Date collected
October 2, 2015
October 11, 2015
November 19, 2015
August 9, 2015
January 8, 2016
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Follow-up Data Collection for Case Study #4
Personal interviews
Student Interview: Felicia
Parent Interview: Melina
Teacher Interview: Alejandra
Personal documents
Research questionnaire
Symbolic artifact

Date collected
October 15, 2015
October 29, 2015
November 11, 2015
January 5, 2016
January 9, 2016

Follow-up Data Collection for Case Study #5
Personal interviews
Student Interview: Heather
Parent Interview: Jennifer
Teacher Interview: Maureen
Personal documents
Research questionnaire
Symbolic artifact
School blog

Date collected
October 5, 2015
October 23, 2015
November 20, 2015
July 8, 2015
January 9, 2016
August 29, 2014

Follow-up Data Collection for Case Study #6
Personal interviews
Student Interview: Julie
Parent Interview: Doug
Teacher Interview: Jane
Personal documents
Research questionnaire
Symbolic artifact
School blog
College essay

Date collected
October 6, 2015
October 16, 2015
November 16, 2015
August 11, 2015
January 5, 2016
August 5, 2014
January 5, 2016

Follow-up Data Collection for Case Study #7
Personal interviews
Student Interview: Maria
Parent Interview: Sandra
Teacher Interview: Connor
Personal documents
Research questionnaire
Symbolic artifact

Date collected
September 9, 2015
October 6, 2015
November 11, 2015
August 9, 2015
September 9, 2015
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Follow-up Data Collection for Case Study #8
Personal interviews
Student Interview: Michelle
Parent Interview: Sarah
Teacher Interview: Alicia
Personal documents
Research questionnaire
Symbolic artifact
College essay

Date collected
August 5, 2015
August 5, 2015
November 11, 2015
July 14, 2015
September 5, 2015
September 5, 2015

Follow-up Data Collection for Case Study #9
Personal interviews
Student Interview: Nathan
Parent Interview: Francine
Teacher Interview: Carlos
Personal documents
Research questionnaire
Symbolic artifact

Date collected
September 3, 2015
October 15, 2015
November 23, 2015
July 27, 2015
January 9, 2016

Follow-up Data Collection for Case Study #10
Personal interviews
Student Interview: Ned
Parent Interview: Laurie
Teacher Interview: Derek
Personal documents
Research questionnaire
Symbolic artifact

Date collected
September 7, 2015
October 19, 2015
November 23, 2015
July 22, 2015
January 10, 2016
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Appendix M
Opinion Survey Data
On Average, Exchange Students Perceived Moderate Impact on Most Dimensions of Global Awareness
and Identity (n = 42)
Amount of Perceived Impact

Characteristic

Significant
value=3

Moderate
value=2

Small
value=1

None
value=0

Mean

Standard
Deviation

Opinion about different
perspectives

17

18

7

0

2.2

0.72

Perspective about current
events and world affairs

14

13

14

1

2.0

0.87

Increased understanding
of social issues

14

17

8

3

2.0

0.90

Understanding of
inequality

10

14

11

7

1.6

1.02

View of home, school,
community

25

16

1

0

2.6

0.54

New awareness of cultural
bias

17

15

10

0

2.2

0.78

See country through other
cultural lens

28

12

2

0

2.6

0.58

Work effectively with
others different from you

18

18

5

1

2.3

0.76

Sense of
self-confidence

22

16

3

1

2.4

0.73

Consideration of personal
values and priorities

18

11

11

2

2.1

0.94

Interactions with
strangers

19

15

7

1

2.2

0.81

Sense of personal
identity

17

10

9

6

1.9

1.09

Became more
outgoing

18

15

8

1

2.2

0.82
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Appendix N
History and Philosophy of the Institution
The Society is an international Catholic congregation of women religious that was
founded in 1800 in France. The Society’s primary mission is teaching, and in this
capacity the Society founded independent Catholic schools; taught and administered
within Catholic parochial schools; taught in a variety of education institutions from
preschool through university; and developed community learning opportunities such as
rural children’s education and women’s empowerment groups. The Society founded its
first school in North America in 1818. The Institution represented in this study was
founded in 1898. The U.S. Network currently consists of 21 schools and is connected
internationally with nearly 200 schools in 30 other countries.
In 1972, the Society’s schools in the U.S. formed the Network - a formal
association - to coordinate, enrich, and expand the teaching mission of the Society’s
schools spread across the United States. A core accomplishment of the U.S. Network
was the creation of the Goals and Criteria, a clear statement of priorities and values that
guide each Network school to ensure that the K-12 education is consistent with the
educational mission of the Society. Many international Society schools beyond the U.S.
Network have adopted the articulation of the Goals and Criteria, thus promoting a
common vision and shared educational experience worldwide. According to the
Network’s Goals and Criteria, Network schools commit themselves to educate to:
•

GOAL I: A personal and active faith in God;

•

GOAL II: A deep respect for intellectual values;

•

GOAL III: A social awareness which impels to action;
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•

GOAL IV: The building of community as a Christian value; and

•

GOAL V: Personal growth in an atmosphere of wise freedom.

Students at CCA, as well as students from many of the international Network schools, are
educated with these five Goals inspiring an educational philosophy rooted in the faith and
traditions of the Catholic Church. More specifically, the Institution, of which CCA is the
high school division, is guided by the mission: to educate the whole child to be a leader
who loves God and serves others.
In this manner, the mission of CCA as an independent Catholic school guided by
the principles of the Network Goals and Criteria maps very closely onto what secular
educators might seek in the form of global, human rights, peace, multicultural, and social
justice education and their resulting learning outcomes. For example, Goal #3: a social
awareness, which impels to action, is the invitation to teach for justice and motivate
active social engagement. This is consistent with the philosophy of multicultural and
social justice education and the concept of critical cosmopolitanism. Goal #4: a building
community as a Christian value is focused on relationship. By focusing on building
community, the educational program prioritizes values of cultural awareness, solidarity,
and empathy. These are essential in the pedagogies of global, peace, and human rights
education and are outcomes of the development of authentic cultural humility. Goal #4:
a personal growth in an atmosphere of wise freedom has transformative growth and
identity development at its roots. The Network Goals and Criteria, mission, and
educational ethos are very much aligned with the philosophy of educating for global
citizenship.
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Since the founding of the first schools in France in the early nineteenth century,
working for justice and working with the poor has been a cornerstone of the Society’s
educational priority. This mission to educate children to know and to love the heart of
Jesus has continued throughout the history of the international Networks of schools.

